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Foreword 


A good many years ago Mortimer J. Adler warned us that: * 


To know the truth in the philosophy of education . . . depends 
upon almost the whole of philosophy. There is no short-cut 
worth taking. If anyone has not the time, patience, or willing- 
ness, to study philosophy in its entirety, let him resign himself 
to being ignorant of philosophical truths about education. ... 


I do not think the situation is quite that extreme. Perhaps it 
would be more accurate to say that I consider it possible, as a pre- 
requisite for reaching “philosophical truths about education,” to 
telescope the preliminary considerations into an examination of the 
nature of man and of those powers that make him educable. This 
I regard as a barely sufficient minimum; but I think it is enough to 
do the job, and this book is an effort to do it. 

A number of points should briefly be made here. One is that 
a philosophy of education is not an armchair version of any particu- 
lar discipline, such as educational psychology in any of its forms. 
It aims at and sometimes achieves a different kind of knowledge. 


1 “In Defense of the Philosophy of Education,” in Nelson 
B. Henry (ed.), Philosophies of Education, part I, The 41st 
Yeatbook of the National Society for the Study of Education 
(Chicago: The University of Chicago Press, 1942), pp. 204- 
205. Copyright 1942 by the University of Chicago. Re- 


printed by permission. 
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A philosophical science, including a philosophy of education, does 
not ask or try to answer the same kind of question as a particular 
science, including the ones concerned with education. The first 
chapter will try to make somewhat more explicit the relations 
among these disciplines. 

Another point is that this book is strictly doctrinal rather than 
historical in character. It is an exposition of a particular philosophy 
of education, with definite conclusions reached on the basis of what 
I hope is sufficient evidence. A history of philosophies of education 
would be an interesting and an important enterprise, but it is not 
the one attempted in this book. So, too, would an explanation of 
contemporary philosophies and their impact on educational theory 
and practice,” but neither is this enterprise the one attempted in 
this book. Any course in philosophy of education, especially at 
the graduate level, should include readings in both of these areas; 


yet the areas remain distinct from that of philosophy of education 
itself.* 


? See, for example, the work referred to in note 1 above. 
See also Nelson B. Henry (ed.), Modern Philosophies and 
Education, part I, The 54th Yearbook of the N.S.S.E, (Chi- 
cago: The University of Chicago Press, 1955); John S. Bru- 
bacher, Modern Philosophies of Education, ae ed. (New York: 
McGraw-Hill Book Company, Inc., 1962); George Z. F. 
Bereday and Joseph A. Lauwerys (eds.), Education and Phi- 
losophy (New York: Harcourt, Brace & World, Inc., 1957) ; 
John S. Brubacher (ed.), Eclectic Philosophy of Education 
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1951) ; J. Donald 
Butler, Four Philosophies and Their Practice in Education and 
Religion, rev. ed. (New York: Harper & Row, Publishers, 
1957); Joe Park (ed.), Selected Readings in the Philosophy 
of Education (New York: The Macmillan Company, 1958) ; 
Mortimer J. Adler and Milton Mayer, The Revolution in 
Education (Chicago: The University of Chicago Press, 1958) . 

® On the other hand, an anthology which fits directly the 
theme of this book and which would provide excellent sup- 
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This book is designed to serve as the basis for such a course at 
either the undergraduate or the graduate level. The approach en- 
visioned is largely that of discussion arising from the inevitably 
controversial nature of the text itself and also from the questions 
and cases appended to the various chapters. Many of the terms 
in these questions have deliberately been left vague in order to 
force those who deal with the questions to clarify the terms before 
they proceed, It will also be found that many questions are to 
some degree repetitious; yet even these provide the opportunity for 
a fresh attack on a problem from another angle. The great advan- 
tage of the case method is that, when carefully conducted, it involves 
the student personally in the work of the course to a greater degree 
than straight lecturing. This is not to say that lecturing is a bad 
method of teaching, or that the use of class discussion of particular 
questions is an end in itself. But for a course of this kind, the 
consideration of concrete problems seems to offer the ideal means 
of getting the student to see the practical nature of philosophy of 
education. He or she starts in the order of prudence with a par- 
ticular problem, and finds that one must rise to the order of moral 
science for the knowledge in the light of which alone the problem 
will be susceptible of reasoned resolution. In this way a connection 
is made and retained, by constant reference to the terms in which 
the problem is posed, between the remotely practical order of moral 


science (of which, it will be argued in Chapter one, philosophy of 


plementary reading is Malcolm Carron, S.J., and Alfred D. 
Cavanaugh (eds.), Readings in the Philosophy of Education 
(Detroit: University of Detroit Press, 1960). 

t An effort has been made, though not on a philosophically 
profound level, to attack the study and the teaching of phi- 
losophy of education by means of a consideration of particular 
cases. See Robert L. Brackenbury, Getting Down to Cases: 
A Problems Approach to Educational Philosophizing (New 
York: G. P. Putnam’s Sons, 1959). 
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education is a part) and the immediately practical order of prudence. 
This is not an effort to teach prudence, something which cannot 
be done directly; but it is an effort to keep the prudential and the 
scientific orders linked in the student’s mind. 

As all of us know who have tried it,” the initiation and control 
of class discussion is much more difficult than straight lecturing. 
Further, discussion classes have a tendency to degenerate into glori- 
fied bull sessions, involving little more than the heated exchange 
of opinion and prejudice and the painless passing of a fifty-minute 
period. But this is not teaching. Personally engaging the student 
in a problem is essential to teaching, for unless he sees the question, 
any answer is going to be meaningless. Yet personally engaging 
the student in a problem is the beginning of the teachet’s job, not 
the end. For the only point of asking a question is to find an 
answer. The danger of the lecture method is that it risks giving 
the student all of the answers with none of the questions. The 
danger of the discussion method is that it risks giving him all of 
the questions with none of the answers. It is easy to go overboard 
in either direction; good teaching involves the avoidance of both 
extremes. 

Each teacher will discover from experience which questions 
lend themselves best to lively and fruitful classroom discussion. 
He should be neither surprised nor disappointed if, at the end of 
such discussions, unanimity is as far away as ever. For even when 
demonstration can be reached within the order of philosophy of 
education, it is much more difficult to see than demonstration in 
the mathematical or even the natural sciences, And in the order 
of the particular problem, as will be explained below, scientific 
demonstration is impossible, though personal certainty is not. The 


ë This and the following paragraph are adapted from 
Herbert Johnston, Business Ethics, 2d ed. rev. (New York: 
Pitman Publishing Corporation, 1961), p. viii. Reprinted by 


permission, 
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text does not provide neatly packaged answers to the questions 
found at the end of any given chapter. It does, however, provide 
what I hope is a reasonable explanation of some of the things in- 
volved in the questions, an explanation on the basis of which alone 
a fruitful consideration of the problems can be made. This is not 
to suggest that such problems can be solved on philosophical bases 
alone; it is, though, to maintain that they will not be constructively 
solved without reference to such bases. The theory on which this 
book is constructed is that the student, through being constantly 
forced to refer particular educational problems to their philosophical 
dimensions, will develop the habit of doing so. This habit is 
precisely philosophy of education. ; 

It is a pleasant duty to give thanks to my colleagues, Professors 
John A. Oesterle and Joseph Bobik in the Department of Phi- 
losophy, University of Notre Dame, for their patiently entering 
into lengthy and, for me, enlightening discussions, especially of 
the material in Chapters three and seven; to my other colleagues in 
the same department, Professors Kenneth M. Sayre and the Rever- 
end Ernan McMullin, and to Professor Anthony C. Riccio of the 
Department of Education, The Ohio State University, for ready 
and helpful assistance with the material in Chapter ten; and to 
Professor Bernard J. Kohlbrenner of the Department of Education, 
University of Notre Dame, editor of this series, for his wise counsel 
concerning the work as a whole. A word of gratitude is also due 
my students, who supplied from their own experience many of 
the questions appended to various chapters, and who together 
formed the anvil on which the shape of this book was gradually 
hammered out. My hope is that it may be of some help to present 
and prospective teachers, on whose daily work the future of our 
society so largely rests. 


Herbert Johnston 
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chapter one 


ay 


The Nature of Philosophy 
of Education 


It would be possible to get immediately into the subject of a phi- 
losophy of education without any lengthy introduction; the nature 
of the discipline* would then become gradually apparent as the 
various topics were discussed. Yet there may be some point in 
devoting an introductory chapter to an attempt to get at just what 
sort of knowledge is involved here. If the student can have a 
preliminary look at something like a map of the area, he is more 
likely to recognize, and to recognize in some sort of contextual 


1 Discipline is here being used according to what logicians 
call the first imposition of the term, that is, its original mean- 
ing; this is the first meaning given for the word in the College 
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whole, the various features of the intellectual countryside through 
which he is traveling. He may thus have a better chance of seeing 
the forest as well as the trees. 

This preliminary excursion, then, into what the philosopher 
generally calls epistemology and the social scientist calls method- 
ology is intended to provide the student with some notion of the 
nature of the discipline to which he is being introduced. It should 
also—and this is no less important—show him something of the 
relation of a philosophy of education to other areas of study and 
its place in the hierarchy of knowledges. 

Tt is true that this investigation will require a certain degree 
of faith on the student's part, for it occurs before rather than after 
the study of philosophy of education itself. Faith, however, is 
of its very nature a temporary substitute, serving until the believer 
can come to see for himself. This fact holds true for the believer 
in divine revelation, whose faith will become unnecessary in the 
Beatific Vision, as it also does for the beginning student, who must 
trust his teacher until he can come to grasp with his own under- 
standing the knowledge in question, Though the certainty in- 
volved in these examples is very different because of the difference 
between divine and merely human authority, yet in cither instance 
the faith itself is quite reasonable, 

The task of this chapter, then, will be to propose a theory of 


the nature of philosophy of education and of its relation to other 


Edition of Websters New World Dictionary: “a branch of 
knowledge or learning.” It is in this way that the word will 
usually be used in this book. On occasions, however, and 
especially in Chapter ten in the section on Authority and Dis- 
cipline, it will be used in the second meaning given in the 
same dictionary: “training that develops self-control, charac- 
ter, or orderliness and efficiency.” The context should, in 
each instance, make clear which meaning is intended. 
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areas of knowledge, especially to the particular educational dis- 
ciplines. The thesis that will be maintained is that philosophy of 
education is a branch of social ethics directed to the establishment, 
preservation, and direction of the educational society, whether at 
the level of the nation, the state, the system, the school, or the 
classroom. It will also be maintained that philosophy of education 
issues from and applies a combination of more general moral knowl- 
edge and such particular disciplines as educational psychology, and 
that it leads to conclusions which in turn serve as principles for 
the arts of teaching and administration in the sense that it sets up 
general directives at which the teacher and the administrator should 
aim. 


THE DISTINCTION BETWEEN SPECULATIVE 
AND PRACTICAL KNOWLEDGE 


In the investigation of the nature of any discipline and its 
relation to other fields, perhaps the basic question at issue is whether 
it falls within the order of speculative or of practical knowledge.? 
The following outline of what is meant by speculative and by 
practical knowledge is based largely on the teaching of St. Thomas 
and the commentary of Cardinal Cajetan on that teaching. 

When we speak of the speculative and the practical intellect, 
St. Thomas points out, we are not speaking of two different powers, 
but of the same power looked at from different points of view. 
For it is accidental to that power which is the intellect that it be 
ordained or that it not be ordained to some operation. And it is 
this ordination, this direction, this purpose that distinguishes the 
speculative from the practical intellect. For the speculative in- 


2 Part of what follows is adapted from Herbert Johnston, 
“The Social and the Moral Sciences,” The Catholic Educa- 
tional Review, 55, 7, 8, 9 (October, November, December, 
1957). Reprinted by permission. 


3 


A philosophy of education 


tellect does not direct what it apprehends to any operation, but 
solely to the consideration of truth; whereas the practical intellect 
directs what it apprehends to an operation. The speculative and 
the practical intellect, then, differ according to the end involved; 
they remain, however, two aspects of one power.” 

The speculative intellect seeks truth as its end; the practical 
intellect seeks truth as ordained to operation: to doing or making. 
And since the matter involved must be proportioned to the end, 
the subject matter of the practical sciences must be those things 
which can be done or made by our operations and the knowledge 
of which can be ordained to operation as its end, whereas the sub- 
ject matter of the speculative sciences must be those things which 
are not done or made by our operations and the knowledge of which 
cannot be ordained to operation as its end.* 

Tt will follow that some knowledge is speculative only, some 
is practical only, and some partakes of both orders. For knowledge 
can be called speculative in three ways. First, on the part of the 
things known, which are not operable (cannot be done or made) 
by the knower; for example, human knowledge of natural or di- 
vine things, things which cannot be made by men but must be 
known as they are given. Second, as to the mode of knowing; 
for example, a knowledge of a house obtained by defining and 
dividing and considering the universals predicated of it (the sort 
of knowledge which would enable one to describe a house and to 
say what it is, but which would not enable one to build a house) ; 
for this is to consider operable things in a speculative mode and 


*St. Thomas Aquinas, Summa Theologiae, I, 79, 11, c. 

*St. Thomas, In Librum Boetii De Trinitate, V,1,c. CE. 
In II Metaph., lect. 2, Cathala ed. No. 290; In II] De Anima, 
lect. 15, Pirotta ed. No. 820. For a commentary on these pas- 
sages, see Yves Simon, Critique de la Connaissance Morale 
(Paris: Desclée de Brouwer, 1934), Pp. 9-11, 61-63, 68, 
TIS 
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not as they are operable. Third, as to the end; for the practical 
intellect ordains its knowledge to the end of operation, whereas the 
end of the speculative intellect is the consideration of truth. There- 
fore knowledge which is speculative by reason of the thing known 
is speculative only; but that which is speculative either according 
to its mode or according to its end is in one respect speculative and 
in another respect practical.” 

Two comments should be made on this text. The first is 
that, as we shall see at greater length below, all knowledge, even 
that which partakes in some measure of both the speculative and 
the practical orders, can be reduced ultimately to one or the other; 
all knowledge is in the long run either speculative or practical. 

The second is the point that Cardinal Cajetan makes in his 
commentary on the text paraphrased above, the distinction between 
the end of the knower and the end of the knowledge. If a builder, 
for example, considers how to build a house but does not on this 
occasion intend to put his knowledge into practice, his knowledge 
may be said to be speculative from its end on the part of the knower 
only, not on the part of the knowledge itself. For the knowledge 
of how to build a house is practical in itself, whether or not any 
particular person intends to put that knowledge to use. The in- 
tention of the knower is accidental to the knowledge itself. Mathe- 
matics, for example, is of its very nature speculative knowledge of 
what is, even though the personal intention or end of someone who 
studies it may be to keep books or to build bridges. Metaphysics 
is, as knowledge, speculative, even though some people earn a 
living by teaching it. And moral science is practical in itself, be- 
cause its conclusions are directive of human actions, even though a 
particular student of moral science may have no intention of guiding 
his own life by it. Here we are concerned with establishing the 


5 St. Thomas, Summa Theologiae, I, 14, 16, c. 
€ Comm. Card. Caiet. in I, 14, 16, par. III. (See Leonine 
edition of Opera Omnia of St. Thomas Aquinas.) 
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relations among various disciplines, and hence with the finis sci- 
entiae, the end of the knowledge, and not with the finis scientis, 
the end of the knower.? 


Four Types of Knowledge 


On the basis of the texts considered above, it should be possi- 
ble to distinguish four types of knowledge, the first two of which 
can be reduced to speculative knowledge and the last two to prac- 
tical knowledge. 

First, there is purely speculative knowledge, that of a non- 
operable object, that is, of something that we cannot do or make. 
This type of knowledge yields conclusions whose copula is is or 
will be. Such knowledge is not of itself directed to any further 
end. Examples of this type of knowledge would be the sciences of 
mathematics and metaphysics. 

Second, there is speculative knowledge of an operable object, 
of something that we can do or make. In spite of its object, this 
knowledge remains speculative in its mode and its end, and is ulti- 
mately to be characterized as speculative rather than as practical 
knowledge. This type of knowledge also yields conclusions whose 
copula is is or will be. St. Thomas’s example is the study of a 
house in order to obtain a descriptive definition of it as opposed to 
the (practical) study of a house as an architect studies it, that is, 
in order to know how a house is to be built. A similar example 
would be that of art appreciation. Again, in the article referred 

" Ibid., in I, 79) 11, par. II, 
* Tt is important to observe that a conclusion whose copula 

is will be, that is, a predictive conclusion, is not by that fact a 

practical conclusion, The difference between is and will be 

as the copula of a conclusion is merely a difference in tense. 

The statement is still a statement describing a fact, not a state- 

ment prescribing what is to be or should be or ought to be done 


or made. It is this latter type of copula that marks the con- 
clusion in which it occurs as practical. 
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to in note 2 above, it was maintained that the social sciences, taken 
in themselves and so far as they are autonomous sciences, fall within 
this category of knowledge and constitute speculative knowledge of 
an operable object, that is, of the actions of men in the institution 
and operation or the establishment and preservation of such human 
societies as the domestic, the political, and the economic. This 
second type of knowledge is also exemplified by studies of the laws 
of a particular state which pertain to education, or of the structure 
and functioning of a school system, or of a psychology of learning. 

Third, there is remotely practical knowledge, that is, knowl- 
edge of an operable object for the purpose of remotely directing 
operation. This type of knowledge yields conclusions whose copula 
is is to be, should be, or ou ght to be done, and is ultimately to be 
characterized as practical rather than as speculative knowledge. Its 
speculative and scientific element comes from the fact that its 
conclusions are applied to objects that are in some degree universal, 
as moral science concludes to the rightness or wrongness of species 
or types or kinds of act, not to the rightness or wrongness of indi- 
vidual acts. It is also being maintained that when the social sciences 
and other speculative studies are incorporated into the wider con- 
text of moral science and so fall within this category of knowledge, 
they then become identified with moral science itself, and thus 
constitute practical knowledge. 

Fourth, there is immediately practical knowledge. This is 
knowledge of an operable object for the purpose of immediately 
directing operation; further, this type of knowledge applies its 
conclusions to action. These conclusions, of course, are in terms 
of what is to be done, and are applied to singular actions con- 
sidered here and now. The example of this type of practical knowl- 
edge is prudence. There is, of course, no science involved here.® 


? See Edmund Dolan, “Resolution and Composition,” 
Laval Théologique et Philosophique, 6 (1950), 9-62, espec. 


17, note 2, Some implications of the existence of both specu- 
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Perhaps a schema would make this outline easier to gtasp: 


Type of knowledge 
Purely speculative 


Speculative consid- 
eration of an op- 
etable object 


Remotely practical 


Examples 


Mathematics, 
meta physics 


Description of 
house, art appreci- 
ation, social sci- 


ences, psychology 
Moral philosophy, 


architecture (re- 
motely directs op- 
eration) 


Prudence 


Conclusion 
Copula of conclu- 
sion is és or will be 


Same as above 


Copula of conclu- 
sion is is to be, 


should be, ot 
ought to be 


Same as above 


Immediately prac- 
tical (immediately di- 
rects operation) 


The examples given of the second type of knowledge are 
being called speculative in spite of the fact that many of those who 
investigate them do so with very practical purposes in mind; for 
example, a legislator may study economic theory so as to vote more 
intelligently on proposed fiscal laws, or a teacher may study psy- 
chology of learning so as to make his teaching mote effective. But 
this purpose pertains to the intention of the knower and does not 
affect the nature of the knowledge itself. It refers to what we 
have called above the finis scientis, the end of the knower, rather 
than to the finis scientiae, the end of the knowledge taken in itself. 
And our concern is with the kind of knowledge that these dis- 


A eee UE o 


lative and practical intellectual functions are developed in 
John W. Donohue, S.J., “From a Philosophy of Man: Reflec- 
tions on Intelligence as a Dyadic Function,” Educational 


Theory, 9, 3 (July, 1959), 140-151, 155. 
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ciplines constitute, not with the personal convictions of those who 
pursue them. For these convictions—that good laws and good 
teaching are important, and that they do not just happen—have 
merely suggested to the student in question his field of investiga- 
tion; they have not at all determined his findings. 

Likewise, the examples given of the second type of knowledge 
are being called speculative in spite of the further fact that they 
investigate human actions and their results. It is true that no 
properly human act, taken individually, can be morally indifferent; 
but it is possible to study those acts under a formality other than 
that of their moral goodness or badness. To discover what men 
have done in certain circumstances, and to try to find some sort 
of pattern in their actions, is quite possible without any judgment 
about whether they should have done what they did. There can, 
then, be a speculative study of human and social events and realities, 
in itself avoiding any value judgments, and yet in no way denying 
the moral character of every properly human act or the existence 
of a practical moral science to which such a study would be sub- 
ordinate, and in which its conclusions, originally speculative, would 
be taken over and used in a new and practical context.?® 

Moral science itself falls within the third classification as re- 
motely practical knowledge. Its conclusions —for example, “Lying 
is a type of act that is not in conformity with man’s rational nature, 
and hence evil, and hence not to be done’”—are only remotely 
practical because they deal with a type of act, with action taken 
universally. But they remain essentially practical because they are 
of their very nature directive of action. 


10 For a longer and more detailed treatment of the relation 
between the second and the third types of knowledge, see the 
article referred to in note 2 above. 

1 St. Thomas, In I Ethic., lect. 3, Spiazzi ed. No. 40; 
ibid., lect. 1, No. 1-2; Summa Theologiae, I, 79, 11, ad 1. 
Cf. Simon, op. cit., pp. 78, 91-93, 103. 
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From Speculative Study to a Practical Decision 


Using the same examples of the legislator studying economics 
or the teacher studying psychology, let us see how the thing would 
work, One of the areas of economic study is economic theory or 
general economics. On the macroeconomic level, which studies 
the whole economic system, efforts are made to predict more or 
less accurately the size of the national income from a study of 
ptivate and public investment intentions. From the experience of 
previous years the economist might have reached the conclusion that 
“an annual capital investment of so many dollars, other factors re- 
maining equal, does maintain national income at such a figure.” 
This generalization arose from observation, and holds, obviously, 
only for the most part. This is an example of the first function of 
economics—analysis, or pure economics. The conclusion, or law, 
falls within the second division of knowledge, and constitutes 
speculative knowledge of an operable object. The second func- 
tion of economics—prediction, or applied economics—would be 
based on this conclusion, and would be formulated somewhat as 
follows: “If annual capital investment is so much, then, other 
things being equal, national income will be maintained at such a 
level.” Again, we have speculative knowledge of an operable ob- 
ject; the only thing changed is the tense of the copula of the con- 
clusion. Finally, and as a continuation of applied economics, the 
prediction could be expressed as a hypothetical directive of action: 
“Tf you want to maintain national income at such a level, then, 
among other things, you should pass these fiscal laws encouraging 
investment.” 

In spite of the should, the statement remains speculative, for 
the practical directive of action is only hypothetical. The legislator- 
turned-economist has not made a statement about an end ot a good 
or a value. He has obtained knowledge which, along with much 
other such knowledge, he can use as a means of reaching an end 
that he has selected on other than economic grounds, an end about 
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which economic theory, taken precisely as such, has said nothing. 

The transition from the speculative to the practical order, from 
the second to the third type of knowledge, occurs when this purely 
hypothetical directive loses its hypothetical character and becomes 
incorporated in a judgment in the area of social ethics, an area 
which runs from the most general normative judgments about 
society to the policy statements just above the prudential level. In 
the present example, the conclusion in question would be stated as 
a policy directive, for example, “This government’s fiscal policy 
should encourage investment.” Finally, on the level of practice, 
which is the prudential level of the individual act to be done, the 
particular legislator would decide: “I should vote for this tax 
measure here and now proposed.” 

In the second example—that of the teacher studying psychol- 
ogy—observation and generalization would yield some such con- 
clusion as, “Students learn better when personally interested.” As 
a prediction, this statement would read, “If students are personally 
interested, they will learn better.” The hypothetical directive based 
on this prediction would be, “Jf you want students to learn better, 
you should try to interest them personally in what is going to be 
studied.” Up to this point one remains in the speculative order, 
in the second type of knowledge. When, on the basis of this 
knowledge, the teacher formulates the policy directive, “Teachers 
should try to get their students personally interested in the topic 
at hand,” he has left the speculative order and entered that branch 
of social ethics which is philosophy of education. Finally, he 
reaches the fourth type of knowledge with the prudential judgment, 


“Here and now I shall introduce this topic in this way.” 


PHILOSOPHY OF EDUCATION: 
4 BRANCH OF SOCIAL ETHICS 


Philosophy of education is one of many branches of social 
ethics, which in turn is the application to various societies of moral 
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philosophy, or ethics. Moral philosophy establishes knowledge of 
the end of man and of the species or kinds of act by which he may 
reach that end. The part of moral philosophy which directs the 
individual person to his end was called “monastics” by Aristotle 
and St. Thomas. Man, however, is a social being by his very 
nature, and hence needs the cooperation of other men in various 
societies to achieve the conditions of life proper to him and best 
allowing him to reach his final end. That branch of moral phi- 
losophy called “social ethics” establishes knowledge of the kinds 
of society proper to man and of the general means of his organizing 
and preserving those societies. Hence thete will be a philosophy 
of the state (the supreme discipline in this order, because the civil 
society is an ultimate end for man in the temporal order and not 
merely a means), a philosophy of the economy, a philosophy of 
the family, a philosophy of the educational system (as a whole and 
in its parts), and a philosophy of any other society contributing to 
the good of man in the natural order. Such knowledge is remotely 
practical, and within this context such disciplines as the social 
sciences and psychology lose their original formality and nature 
and become identified with social philosophy, with their conclu- 
sions oriented to the practical end of establishing and preserving 
those societies. Yet taken in themselves before any incorporation 
into social ethics, these disciplines remain speculative in character; 
and they must be developed and studied as the speculative disci- 
plines that they originally are before they can perform the work 
demanded of them as later included in the context of social ethics. 

Schematically atranged, the foregoing classifications would 
appear as shown on page 1 3 

In order to constitute the first three examples of social ethics 
given above, there would be necessary at least some knowledge of 
the conclusions both of general ethics and of the social sciences, 
and, as well, as extensive and secure a grasp as possible of the 
reasons lying behind those conclusions, Incidentally, this is why 
neither the moralist nor the social scientist is competent, on the 
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basis of his specialty alone, to prescribe for the social order; both 
areas of knowledge are involved in social ethics, and expertness in 
one of them does not make unnecessary as much expertness as 
possible in the other. In the same way and for the same reason, 
in order to constitute the last example of social ethics given above, 
there would be necessary at least some knowledge of the conclu- 
sions both of general ethics and of some of the educational disci- 
plines, and, again, of the reasons lying behind those conclusions. 
It is true that a good many of the conclusions concerned are al- 
ready widely accepted as true. Yet unless the reasons why they 
are true are also understood, the knowledge of them remains on 
the level of opinion or of faith rather than on that of science. In 
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this course we shall take for granted at least some degree of such 
knowledge on the part of the student; and the next chapter will 
summarize a few of the conclusions of general ethics—at least as 
I see them—which are fundamental to all that follows, so that 
there may be no mistake about just what it is that is being taken 


for granted. 


Educational Disciplines 


As was mentioned above, some knowledge of certain educa- 
tional disciplines is also necessary for the scientific construction of a 
philosophy of education. The most basic of these—and, perhaps 
along with the history of education, the only ones which could 
themselves be called sciences—are the experimental and the phil- 
osophical psychologies of learning. The former deals with such 
topics as readiness to learn, the rate of learning, the transfer of 
learning, and the acquiring of attitudes; the latter would consider 
principally the human cognitive powers and their interaction in the 
learning process.!2 Other studies are concerned largely with sup- 
plying and organizing factual information that is indispensable, 
or nearly so, for the functions of teaching or administration, A 
course devoted to one of these, as described in a university bulletin 
of information, deals with “the structure of the American school 
system, public and private, with attention given to the units of the 
system, their interrelations, their legal basis, their financial sup- 
port, and the qualifications and duties of administrators.” Another, 
as described, is devoted to “an analysis of the basic principles, types, 
and methods of educational and vocational guidance.” Because 
some knowledge of these speculative disciplines is prerequisite to 
the development of a philosophy of education, at least some of the 


® There is an immense literature in the field of the experi- 
mental psychology of learning. The only adequate work that 
I know devoted to the elaboration of a philosophical psychology 
of learning is Tad W, Guzie, S.J., The Analogy of Learning 
(New York: Sheed & Ward, Inc., 1960). 
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courses devoted to them should ordinarily be taught before or at 
the same time as the course in philosophy of education. 

With this last discipline we enter the practical order, and 
from this point the student is learning to apply what he has 
previously studied to making or doing, to art or prudence. Within 
the classroom he himself can be taught and can learn the arts of 
teaching, of administering, of constructing a curriculum, and per- 
haps others, and all of these at the various educational levels. Such 
functions as counseling, on the other hand, do not seem to be 
arts, since they involve no construction. Stemming principally 
from psychologies of learning and philosophy of education, as well 
as from certain generalizations drawn from counseling experiences, 
they appear to be practical sciences, though ones much closer to 
the level of the prudential decisions of daily practice than is phi- 
losophy of education itself. Finally, there come certain combined 
knowledges, such as those involved in learning how to construct 
and interpret tests, and how to obtain and use occupational in- 
formation. 

Again, a schema may be helpful in summing up the fore- 
going development: 


LEVEL OF 
PRUDENCE, OF 
PRACTICE, OF 
INDIVIDUAL 
DEVELOPMENT ACTION DONE 
Loy, HERE AND NOW 
OS IN ANY OF 
My THESE AREAS 
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PHILOSOPHY OF EDUCATION, PRUDENCE, 
AND CONSCIENCE ® 


Ultimately all these ptactical disciplines point to and have 
their completion in a particular decision and action by an indi- 
vidual person such as a teacher, an administrator, or a counselor. 
One of the roots of such a decision is a conviction about the con- 
clusions reached in a philosophy of education, a conviction about 
what a classroom or a school or a school system is and what it 
is supposed to be doing. Obviously, this does not mean that no 
one can reach a particular educational decision and translate it into 
action without first having been exposed to a formal course in 
philosophy of education. For it is highly probable that all who 
are professionally engaged in education, and most of those who are 
not, have developed, from whatever sources, their own philosophy 
of education. Indeed, since the first sputnik it would have been 
difficult to avoid doing so. What it does mean is that formal 
instruction in and formal study of a philosophy of education will 
allow such particular decisions and actions—along with other and 
mote particular knowledges—to flow from a reasoned and scien- 
tific body of conclusions about how to establish and conserve an 
educational society and how to direct it to its proper goals. 

For all those, then, who ate engaged in the process of educa- 
tion in any way, the practical importance of such a study can hardly 
be exaggerated. Yet even a thorough knowledge of a true phi- 
losophy of education can never guarantee that the immediate 
decisions based in part upon it will themselves always be the correct 
decisions.4 For the philosophy of education is a science, since its 
conclusions are demonstrated and have a certain degree of necessity 

18 This section is adapted from Herbert Johnston, Business 

Ethics, 2d ed. rev. (New York: Pitman Publishing Corpora- 


tion, 1961), Pp. 25-31. Reprinted by permission. 
14 The dangers inherent in the failure to distinguish suf- 
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and universality. It is this last characteristic that causes the dif- 
ficulty. Conclusions that can be called scientific must be universal 
in character. The physicist, for example, is concerned with and 
concludes to the general law governing the expansion of metal 
under heat, not the performance of any particular piece of metal; 
the psychologist of learning is seeking to establish general laws of 
learning, and is interested in individual observations and experi- 
ments only so far as they can lead him to these general conclusions. 
Since philosophy of education is part of social ethics, it is con- 
cerned with human acts; and as a science its conclusions will per- 
tain to actions taken as universal, not to particular, concrete actions. 
Those conclusions will relate to what the school should do and 
should not do in the total educational process, not to the decision 
whether driver training shall be included in the curriculum next 
year; they will relate to whether the teaching of sacred doctrine 
should stress primarily the intellectual or the moral, not to the deci- 
sion on just how to introduce tomorrow’s lesson. The difficulty is 
that human actions are always concrete, individual events done by 
this person at this time; whereas the conclusions of a philosophy 
of education are in general terms, There is a gap here that must 
be bridged, but a gap that the science of the philosophy of educa- 
tion is incapable of bridging by itself. 

It is well to know what the school should do and why, but 
one administrator is wortying about whether, in very concrete and 
pethaps complex circumstances, to include driver education in next 
year’s curriculum—a unique event. It is well to have a conviction 
cone cal UN ITO eee SN eevee) EUs ran 


ciently between educational philosophy and educational prac- 
tice are sharply pointed out by Everett J. Kircher, ‘ Philosophy 
of Education—Directive Doctrine or Liberal Discipline?” 
Educational Theory, 5, 4 (October, 1955), 220-229. Cf. 
Philip G. Smith, “The Relation of Philosophy to Education 


asa Discipline,” Educational Administration and Supervision, 
46, 1 (January, 1960), 41-51. 
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about whether the teaching of sacred doctrine should be directed 
primarily to the development of understanding or to the influencing 
of conduct, but one teacher is wondering, again in concrete cir- 
cumstances, how to go about teaching tomorrow’s class—another 
unique event. 

The administrator and the teacher are not alone in their diffi- 
culties. Everyone faces much the same sort of problem and faces 
it often—and, ultimately, alone. For each man must reach his 
decisions himself; each man must live his own life. Personal ex- 
perience enters here, and the ability to profit by it. There are no 
easy grades given out in the school of hard knocks, and there is 
no substitute for maturity. All of us develop, to a greater or less 
extent, an ability to cope with situations, to weigh circumstances 
and arrive at a more or less reasonable decision about what we 
should do in them. That ability is the virtue called prudence, and 


it largely makes the difference between a happy and an unhappy 
life. 


Prudence as a Virtue 


Prudence is both an intellectual and a moral virtue. It is a 
moral virtue because it leads to decisions in the moral order and 
tequites, as a Prerequisite, the tight ordering of the will. That is, 
you have to want the tight end before you can possibly reason suc- 
cessfully about the means of attaining it. If the teacher ought to 
be Preparing tomorrow’s class but decides instead to grant a free 
period because he can’t be bothered making the preparation, there 
is not much chance that he will introduce properly a lesson that 
he is not willing to teach at all. Before you have the least chance 


15 On this virtue, see Josef Pieper, Prudence (New York: 
Pantheon Books, a Division of Random House, Inc., 1959) ; 
Charles J. O'Neil, “Prudence, the Incommunicable Wisdom,” 
in R. E. Brennan, O.P, (ed.), Essays in Thomism (New 
York: Sheed & Ward, Inc., 1942), pp. 187-204. 
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of deciding on and taking the right means to an end, you must 
first have your will fixed on the end. That is why prudence is 
a moral virtue, because it demands as a prerequisite the rectitude of 
the will, 

Supposing the will to be rightly ordered, however, it is still 
necessary to reason, and often very carefully, about the means to 
be taken to reach that end. You must know not only where you 
are going but also where you are, and as much as possible of the 
ground that lies between. The ability to weigh, to consider, and 
to come to a reasonable conclusion—the ability to pick one’s way 
across often difficult ground to the right goal—is the virtue of 
prudence. Prudence is an intellectual virtue because it perfects 
the intellect to reason correctly about particular actions to be done. 
Asa supernatural virtue it is, like any other, a direct gift of God. 
As a natural virtue it is, like any other, developed by continual 
Practice. And the conclusion of the process of more or less prudent 
reasoning about what to do is the judgment called conscience, the 
decision that, considering both the end and the circumstances, this 
particular act is right and should be done. 

Here, then, is the bridge between the universal proposition 
with which the science called philosophy of education concludes 
and the particular proposition resulting from the judgment which 
is conscience. The judgment of conscience is most practical, being 
concerned with this individual, concrete act. But the prudential 
reasoning that leads to conscience has to start somewhere; before 
general knowledge can be applied to given circumstances there 
Must first exist some general knowledge. The sources of such 
knowledge are many, but one of them is that body of conclusions 
built up by philosophy of education. In order to reach a decision 
about including driver education it is not enough to know what 
the specific function of a school is and why; yet no reasonable deci- 
sion can be reached unless it is known what the specific function of 
a school is and why. 
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A number of difficulties here present themselves. Suppose 
that two authors or two consultants, presumably expert authorities 
in philosophy of education, give contradictory answers to the ad- 
ministrator’s question about including driver education. What is 
he to do then? Just what he must always do—use his best judg- 
ment and make up his own mind. The fact of the contradictory 
answers does not mean that the study of philosophy of education is 
necessarily a waste of time. These answers may have arisen from 
either of two causes. First, and more basic, the authors or con- 
sultants may espouse differing philosophies of education based on 
differing convictions about the nature and end of man or the nature 
and end of such agencies of education as the school. What the 
administrator can do in these circumstances is to evaluate these 
positions in the light of his own philosophy of education and then 
reach the best decision he can based on his own convictions. Sec- 
ond, the experts may be in fundamental agreement on a philosophy 
of education but disagree in the application of its conclusions con- 
cerning the function of the school to the administrator's particular 
problem. For within the contingent order of prudence, of reason- 
ing about individual circumstances and actions to be done, there 
is no possibility of scientific necessity and demonstration. There 
are right and wrong decisions, and they are certainly right or wrong; 
but that certainty is often much less easy for us to see because it 
is more wrapped up in a sometimes confusing welter of facts and 
fancies. Again, though, the conclusions reached in a philosophy 
of education provide a statting point, though no more than that, 
for the reasoning required in the order of prudence. And without 
such a starting point, even a sure beginning from a sure principle 
would be impossible, and a correct conclusion would become largely 
a matter of chance. Philosophy of education is remotely but really 
practical, and the consultants in question, even though they dis- 
agree in their philosophies of education or on a particular point of 
application, might, through their discussion of the whole problem 
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and what lies behind it, help the administrator to clarify his own 
convictions as a starting point toward reaching his own decision 
on his particular problem. 


Certainty in the Practical Order 


Ultimately, only he can reach it, and often in fear and trem- 
bling. For if there is no demonstration and no necessity about 
the operation of prudence and the judgment of conscience, how 
can he be sure what course of action to follow? The answer is 
that, even when the problem is difficult, he can always be sure 
practically, though he cannot always be sure speculatively. It is 
simply impossible always to know with certainty that this particu- 
lar course of action, and not some other one, is the right one in the 
existing circumstances. For, among other difficulties, we hardly 
ever know all the pertinent circumstances. 

From the point of view of the speculative order, the order of 
what is, the administrator may not know for a long time what 
decision he should have made, and he may never know with any- 
thing approaching certainty. But in the practical order, the order 
of what is to be done, he can assess the situation as well as possible, 
apply what general knowledge he has or can get to reasoning about 
that situation as carefully as he can, and reach a decision. He may 
be in doubt at the very moment that he is making or carrying out 
that decision, but the doubt is about the material correctness of his 
conscience and about the speculative rightness of his action. He 
need have no doubt about the formal correctness of his conscience 
and about the goodness of his action in the practical order. For 
though the rightness of the speculative intellect comes from its 
conformity to things as they are, the rightness of the practical 
intellect comes from its conformity to a rightly ordered will. And 
the object of the will is the good as known or as knowable. As 
long as the administrator (or the teacher, or anyone else) has done 
what is possible in the existing circumstances to get whatever 
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knowledge is available to him and to apply it as carefully as he can, 
he has done all that can be expected of a human being. Whatever 
may be the outcome of his action, he is morally or practically right. 
And it is possible for him to be certain that he is morally right. 
Neither the administrator nor we ourselves should look for a 
speculative certainty that is impossible in the contingent order. 
Yet we need not for that reason despair of finding a practical cer- 
tainty; and in that endless search we may, in our own particular 
field, obtain a good deal of assistance from the study of philosophy 


of education. 


PHILOSOPHY AND THEOLOGY 
OF EDUCATION 


The last section of this chapter will be devoted to a considera- 
tion of the very possibility of a philosophy of education as distinct 
from a theology of education. The problem is directly raised by 
Father Donlan in the following terms: “No philosophy can make 
an adequate statement of Catholic education. Catholic educators 
can claim no complete philosophy of Catholic education because 
no such thing exists, There is only a theology of Catholic educa- 
tions. 

In this passage the repetition of the adjective Catholic and the 
general context suggest that the author is here taking “education” 
in the sense of that lifelong process of development which is identi- 
cal with the course of a human life itself and which has the same 
supernatural end. It is this same meaning of education that Pope 


16 Thomas C. Donlan, O.P., Theology and Education 
(Dubuque: Wm. C. Brown Co., 1952), p. 18, note 5. Re- 
printed by permission of the copyright holder, The Priory 
Press, Dubuque, Iowa. Cf. Edward A. Fitzpatrick, Exploring 
a Theology of Education (Milwaukee: The Bruce Publishing 
Company, 1950). 
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Pius XI seems to have had in mind when he said, “Christian edu- 
cation takes in the whole aggregate of human lifes 

Yet even if one takes education in this sense (and there are 
also narrower but still legitimate meanings of the term), a phi- 
losophy of education remains a possibility. For, understood in 
this signification, the end of education is the same as the end of 
life itself, and the philosophy of education becomes identical with 
that aspect of moral philosophy called monastics.!® One may, with 
Maritain, hold that there is a Christian moral philosophy, distinct 
from theology, which, while remaining philosophy, takes account 
of man’s existential condition as fallen and redeemed and the sub- 
ject of supernatural grace.!® Or one may hold that monastics is 
the science of man’s natural ultimate end known by reason, though 
pointing to and demanding completion in moral theology.” 
Whichever of these views one supports, there is still a philosophy 
and not only a theology of man’s actions as directed to his end, and 
there is still a philosophy and not only a theology of education. 

Throughout this book, however, the term education is not 
being taken primarily in the sense of the lifelong process that points 
to the individual person's ultimate supernatural end, though this 


17 Christian Education of Youth (Washington, DEC; 
National Catholic Welfare Conference, 1936), P- 36. 

18 See above, pp. 12—13- 

19 See Jacques Maritain, dn Essay on Christian Philosophy 
(New York: Philosophical Library, Inc., 1955) espec. pp- 
61—108; and Science and Wisdom (London: Geoffrey Bles, 
Ltd., 1940), pp. 1, 107-127, 161—167, 174-205- 

4 oe Aa Ethics (Englewood Cliffs, NJ.: 
Prentice-Hall, Inc., 1957)» PP- vii-vili, 10-12, 250-256. A 
brief application of this position to philosophy of education is 
made by Mortimer J. Adler, “In Defense of the Philosophy 
of Education,” in Nelson B. Henry (ed.), Philosophies of 
Education, part I, The 41st Yearbook of the N.S.S.E. (Chi- 
cago: The University of Chicago Press, 1942), pp. 220-221. 
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most important meaning of the term is neither ignored nor re- 
jected. Education is here being taken, specifically though not 
exclusively, to refer to those formal educational institutions which 
ate the classroom or the school or the school system. This will 
apply to Catholic schools as well as to others, for Catholic schools 
remain schools. In this sense, a philosophy of education, includ- 
ing a philosophy of Catholic education, will not be identical with 
monastics, looking directly to the perfection of the person in view 
of his end. Rather, it will be a branch of social ethics, concerned 
immediately with the direction of the educational society, on what- 
ever level, to its proper end. And though this educational society 
must, if it is to function as it should, take account of the ultimate 
supernatural end of the persons to be educated in schools, yet the 
end of that society itself is a temporal end, and the body of 
knowledge which directs it to that end is a philosophy and not 
theology. As a parallel example, the civil society is made up of 
persons whose ultimate end is a supernatural one, to be attained 
only by the aid of divine grace; further, a sound civil society will 
take this fact into account and will indirectly assist its members 
to attain this final goal. Yet the end of the civil society itself is 
the temporal common good of the body of citizens as a whole, and 
it is directed to that end by that branch of social ethics which is 
philosophy of politics. So also, that discipline concerned with the 
direction of the educational society to its end, including a Catholic 
educational society, the discipline dealt with in this book, is phi- 
losophy of education. 

AAI ZO i Uo AOE E ea SS o e 


For those holding this position, it will follow that “There is, in 
the proper sense of the terms, no Catholic philosophy of edu- 
cation.” Vincent Edward Smith, The School Examined: Its 
Aim and Content (Milwaukee: The Bruce Publishing Com- 
pany, 1960), p. viii. This is not the same position as Father 


Donlan’s; the relations of the words philosophy, education, and 
Catholic make the difference. 
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QUESTIONS 


1. What is the relation between philosophy of education and 
psychology of education? 

2. Why are philosophy and education so closely related? 

3. Would a philosophy of education for Catholic schools differ 
from one for public schools? Why or why not? 

4. Is a philosophy of education something personal and pe- 
culiar to each of us? 

5. “While a man is studying in medical school he doesn’t get 
lectures on medical ethics; if he does, they are window 
dressing; but, working along with other people, he acquires 
a certain identification with them. He finds himself a 
member of a corps; he is imbued with a certain esprit de 
corps; he has a certain kind of morale; unconsciously he 
soaks in a medical ethos.” 21 Evaluate this statement. 
What bearing does it have on any of the issues discussed in 
this chapter? 

6. “To think is to develop a plan, to believe. And to believe 
is to be willing to act. At this stage, man holds views con- 
cerning both what is and what ought to be. But he also 
runs into a baffling problem. How may thinking be ex- 
ercised so that he feels himself to have a reasonable control 
over what is and a reasonable certainty about what ought 
to be.” 22 Evaluate this statement. What bearing does it 
have on any of the issues discussed in this chapter? 


21 Gail Kennedy in Brand Blanshard (ed.), Education in 
the Age of Science (New York: Basic Books, Inc., Publishers, 
and The American Academy of Arts and Sciences, 1959), p- 
48. Reprinted by permission. 

2 Reprinted by permission of Dodd, Mead & Company, 
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7 Instead of making philosophy of education a separate course, 
why not teach students philosophy in a more general way 
and let them combine this with their professional instruc- 
tion in education? 


Inc., New York, from Reflective Thinking by Hullfish & 
Smith. Copyright 1961 by Dodd, Mead & Company. 
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The Nature of Man 


The first question to be considered in such an undertaking as this 
is the nature of the one to be educated. If a man is considered a 
rational and responsible being, capable of achieving truth and of 
directing his own life, his education will, at least in its general lines, 
take one direction. If he is scen as merely another biological 
organism, a rather complex member of the animal world and sub- 
ject to all its limitations and determinations, his education will take 
a different direction. If the final goal of a man is thought to be 
a supernatural and eternal union with God, this conviction will 
have a tremendous bearing on his education both inside and out- 
side the school. If, on the contrary, some form of human society 
is regarded as his highest end, then his education will be modified 
accordingly. Any kind of education, whether formal or informal, 
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involves the development of a human being in some way. But it 
must be the development of something that is already there to be- 
gin with. So we design a man’s education according to our con- 
victions about his nature and ultimate destiny. 

As Maritain has expressed it: + 


It is clear that the primary aim [of education] is determined 
by human nature. The question, “What is man?” is the 
unavoidable preamble to any philosophy of education, It has 
two implications: first, a philosophic or “ontological” implica- 
tion, dealing with human nature in its essential being; second, 
a scientific or “empiriological” implication, dealing with hu- 
man nature in the phenomenal characteristics that lie open to 
our modern sciences of observation and measurement. These 
two implications are in no way incompatible; they comple- 
ment each other, 


Robert Ulich has warned against asking “empiriological” in- 
vestigations to answer “ontological” questions about the nature of 
2 
man: 


Nor can experimental psychology be the teachet’s exclusive 
guide for human understanding. Only parts of the totality 
and depth of the person are accessible to the scientific method 


1 Jacques Maritain, “Thomist Views on Education,” in 
Nelson B. Henry (ed.), Modern Philosophies and Education, 
part I, 54th Yearbook of the N.S.S.E. (Chicago: The Uni- 
versity of Chicago Press, 1955), p- 63. Copyright 1955 by 
the University of Chicago. Reprinted by permission. For a 
brief history of educational psychology, see Cyril Burt, “The 
Impact of Psychology upon Education,” in George Z. F! 
Bereday and Joseph A. Lauwerys (eds.), Education and Phi- 
losophy (New York: Harcourt, Brace & World, Inc., 1957)» 
pp. 163-180. For a much broader picture, see J. P. Chaplin 
and T. S. Krawiek, Systems and Theories of Psychology (New 
York: Holt, Rinehart and Winston, Inc., 1960). 

*Robert Ulich, “Comments on Ralph Harper’s Essay,” 
Modern Philosophies and Education, pp. 255-256. Copy- 
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as it is generally understood in the departments of psychology 


and education.... Man is not only a cross section of “be- 
havior patterns”; he reaches into an ontological sphere, how- 
ever veiled this sphere may be to our intellects. .. . That says 


nothing against the attempt to catch as many forms of human 
reaction and experience into the network of experimental proof 
as possible. It only says something against false claims of 
completeness. 


SPECIFIC DIFFERENCE BETWEEN 
MAN AND BRUTE 


What sort of being are we trying to educate? 3 In general, we 
know what things are from watching what they do, reasoning that 
if they act thus and not so it must be because they are thus and not 
so, Among many other things that a man does, he feeds himself, 
he grows, he reproduces his kind, he sees and hears, he imagines 
and remembers, he wants some of the things that he sees, he is 
angry and he is joyful. If he does these things, it is obviously 
because he has the power to do them; and a being with such 
powers belongs to that biological group called animals. 


Abstract Knowledge 


A man does more than this, however. From knowing indi- 
vidual men, he attains the general notion man, and uses it as we 
are now doing; from counting particular things, he achieves the 
notion of number, and learns to count without using his fingers; 
from observing concrete actions through which one man gives an- 


P E E A OE E E TTE EN 
right 1955 by the University of Chicago. Reprinted by per- 
mission. 

3 The following five paragraphs are adapted from Herbert 
Johnston, Business Ethics, 2d ed. rev. (New York: Pitman 
Publishing Corporation, 1961), pp: 4-6. Reprinted by per- 


mission. 
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other what is coming to him, he reaches the concept of justice 
and of virtue. In each instance he starts with the concrete, pat- 
ticular things of the physical universe, but does not end there. 
From these things he draws general, universal knowledge, called 
“abstract knowledge” from the Latin verb meaning “to draw 


? 


from.” And this abstract knowledge is new, is different, is ir- 
reducible to the particular things and images from which it was 
drawn. For no arithmetical sum of images of individual men will 
yield the abstract notion man; the more images you combine, the 
more confused the composite image becomes, whereas the general 
concept is quite clear and intelligible. Again, the binomial theo- 
rem requires much more than the manipulation of individual im- 
ages; and the binomial theorem exists. 

Abstract knowledge, then, is knowledge which, though origi- 
nating in something known by the senses, ends in something known 
by the intellect, something which is different in kind and not only 
in degree from the sensible objects from which it is drawn. If 
men possess general knowledge, they evidently have the power of 
abstracting that sort of knowledge. And if men have knowledge 
which is independent of its sensory origins, as abstract knowledge 
is, then it would seem a safe inference that the power by which this 
knowledge is obtained (called the intellect in Aristotelian and 
Thomistic terminology) can operate independently of any particu- 
lar physical organ, such as the brain. For if it used a physical 
organ, as the sense powers do, its knowledge would be restricted 
to particular things, as sense knowledge is. Not that there would 
be any intellectual knowledge if there were no sense knowledge; 
but, although the senses supply the raw material of intellectual 
knowledge, they do not enter intrinsically into its constitution. 

On the basis of what he does, then, a man is seen to be an 
animal with intellectual knowledge, and hence with a nature dif- 
ferent in kind and not only in degree from that of those animals 
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which do not have such knowledge. For, again, to find out what 
a thing is, you watch what it does. 

An important feature of the general knowledge that a man 
can have is knowledge of the good. This is not to say that all 
men, or pethaps any men, know completely in what the good con- 
sists, or that there is any general agreement about its nature. But 
the notion is at least intelligible, even to those who despair of its 
real existence. And knowing even this of the good, men can and 
do judge that this or that particular good is not the good, that the 
possession of any concrete good would not leave them forever 
satisfied and desiring nothing more. And as long as they can see 
this difference, as long as they can make this contrast, as long as 
they can see that no wealth, no petson, no fame will mean com- 
plete and eternal happiness, they are free in the face of particular 
goods, free to take them or to leave them alone. By his very na- 
ture, a man necessarily wills the ultimate good: he cannot desire 
not to be happy, however perverse his notion of happiness may 
become. For that very reason, however, he does not necessarily 
will any particular good, but freely chooses this as opposed to that, 
because he can see that neither of them is the final good. This 
is not to say that such choice is always easy; it is merely to say 
that it is possible. A man’s freedom, then, is rooted in his intellec- 


tuality, in his power of abstract knowledge. 


Language and the Arts 


Indeed, the whole picture of human achievement, marred as it 
so often is by folly and by malice, points to human capabilities 
unknown to the other animals, to intellectual and moral capacities 
that cry out for the development which is education. Perhaps the 
most obvious example is that of language. Brutes make sounds 
that seem to express emotion. Men use language to signify ideas 
and their relations; their concepts and judgments are expressed 
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in terms and propositions, and their language has a formal grammar 
and syntax. This element of formal construction indicates an in- 
tellectual grasp not only of abstract concepts or ideas but of their 
connection in a larger whole whose parts are no longer isolated. 
Man’s world is a cosmos, not a chaos, and his language expresses 
this fact. The lack of any developed language in the other ani- 
mals points to a lack of any developed intellectual grasp of reality; 
the basic reason that brutes do not speak is that they have nothing 
to say. 

In the realm of language it is not only the possession of gram- 
mar and syntax that marks man off as unique in the animal world; 
it is also the capacity to produce and appreciate what we call litera- 
ture. In whatever form—drama, novel, lyric, epic—the great 
writers have caught something of the constant and the universal 
in human nature and human life and have expressed it in concrete 
and telling terms. And they have been able to do so because 
human beings have the stuff of greatness in them, the capacity 
for both heights and depths unknown to the brutes. There are 
some great animal stories, but they are stories less of the individual 
animal or even of the species than of the whole intelligible world 
of nature as it comes from and is guided by the finger of God; they 
are really stories of divine providence. Further, it is men who 
write stories about animals, not animals who write stories about 
men. 

So it is with that particular kind of story which we call his- 
tory. As with science, this undertaking involves much more than 
a mere chronicling of individual events; it involves an attempt to 
get behind the surface phenomena and to identify and understand 
an intelligible causal pattern in human affairs somewhat as the 
natural sciences attempt to see order in physical occurrences. 

So it is, too, with arts other than the literary. In such useful 
arts as catpentry and tailoring, men show an ability, also unique 
in the animal world, to grasp complex relations of cause and effect 
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and to select some from among many possible means to an end 
previously decided on. In such fine arts as painting and sculpture 
and the dance, a further reach of intelligence is manifested. For 
in these arts something is made, is seen as good, which is not 
directed to a utilitarian end, which is not a useful good directed to 
the satisfaction of bodily needs. Here, as in literature, we have 
a striving for the beautiful seen as good in itself, worth having for 
its own sake. Here, again, are frontiers specifically human, far 
beyond any animal reach. 


A Moral and Religious Capacity 


The specific difference between men and brutes is most evi- 
dent, perhaps, in the moral and religious capacities of the former. 
However much men may differ about what they consider morally 
right and morally wrong, they agree that the distinction exists and 
is meaningful. Any man will, on occasion, praise or blame an- 
other man’s conduct, but will not make this judgment of anything 
else. When he says that he has a good neighbor and that he has 
a good hunting dog, he is not using good in the same sense. And 
when men practice a religion; when they worship a divine power, 
in whatever form; especially when some few of them reach heights 
of mystical intuition, they are in the presence of an experience 
completely alien to any that is possible to the other animals, bound 
as these are by the limits of space and time. 

Men do have the same basic physiological and psychological 
equipment as the other animals for the simple reason that they 
too are animals, and this equipment is quite worthy of being de- 
veloped and cultivated. Motor skills and muscular abilities are 
important in many phases of an ordinary human life, and are worth 
developing for that practical purpose. But men also have powers 
that the other animals do not have, powers of intellect and of will 
that open to men a whole world of knowledge and of love that 
is closed to the beings which do not have these powers. Here, 
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then, is the area of specifically human education, the possibility 
of a development that is open only to men. If the educational 
process is to take account of the nature of the persons to be edu- 
cated, here will be the area of its principal focus. The aim of edu- 
cation, whether formal or informal, is to make a man in the sense 
of developing as much as possible those powers, and the virtues 
that perfect them, which are precisely the ones that make him 
human in the first place. It is a question of actualizing poten- 
tialities, of making ever more human the beings who are to be 
educated. And unless we see them as human to start with, unless 
we recognize those potentialities as distinctively and irreducibly 
human, we shall not be very likely to develop the persons and their 
powers in any truly human way. 


THE END OF MAN AND THE MEANS 
TO THE END 


In the latter part of Chapter one,* it was stated that the term 
“education” is not being taken primarily in the sense of the life- 
long process that points to the individual person’s ultimate super- 
natural end, but rather to refer to those formal educational institu- 
tions which are the classroom or the school or the school system; 
it was also said, however, that this educational society must, if it 
is to function as it should, take account of the ultimate supernatural 
end of the persons to be educated in schools. Even though the 
process of schooling has, directly, a temporal end, the subjects of 
that schooling have an ultimate end which is beyond the tem- 
poral. Education in the sense of schooling is a distinct function 
with its own end and its own means; but it is also part of education 
in the wider sense that is identical with all the influences and events 
of a human life and that has the same end. For this reason, 


*See the section on Philosophy and Theology of Educa- 


tion. 
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those who study philosophy of education so that they may better 
direct formal educational institutions to their natural end should 
be conscious, among other truths, of two related ones. The first 
is the fact that they are not directly engaged in education in its ulti- 
mate meaning, that the end of the school or of the classroom is not 
the end of life. The second is the complementary fact that their 
students have a supernatural end beyond the natural one for which 
schools directly and specifically, though not exclusively, are in- 
tended to prepare them. Schools can do their best work when 
those who teach in them and administer them know not only the 
nature but also the destiny of the human beings whom they are 
educating. They can then see their own work, distinct as it may 
be, in its proper context. 

Briefly, the end of man, an end which can be neither known 
without revelation nor achieved without supernatural, divine grace, 
is to enjoy the knowledge of the essence of God for eternity. This 
goal is infinitely above the limited capabilities of human beings; 
yet God has supernaturalized human actions so that they may 
become means of achieving men’s supernatural last end. Works, 
as well as faith, are meritorious because of the grace of God. As 
we shall see in greater detail in Chapter three, the immediate inter- 
nal source of these actions is human powers strengthened for their 
operations by virtues. The source of supernaturally meritorious 
acts can only be supernatural virtues, infused into men by God. 
rather than acquired, as the natural virtues are, by repeated human 
acts, 

The end of man, then, is the knowledge of God; the means 
to that end ate human actions; and the internal sources of those 
actions are the virtues. Education in its widest sense is the process 
that aims at this end by these means; the agents immediately con- 
cerned are God and the human person, with the Church as the 
divinely instituted society Whose specific task is to assist men to 
reach their supernatural end. Education in the sense of schooling 
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is a part of education in this wide sense, and must never proceed 
as though it were a completely autonomous whole, even though it 
does have its own natural goal. For, first, the specific end of the 
school, the intellectual development of its students, is but one phase 
of the education of human beings, whose last end is supernatural. 
And, second, the school inevitably has a tremendous influence on 
the development of the moral as well as of the intellectual virtues, 
and, where it cooperates with the Church, in the acquisition of the 
supernatural as well as of the natural moral virtues. 


HUMAN EDUCATION DEVELOPS 
HUMAN POWERS 


This discussion has to some extent anticipated Chapters three 
and four, in which the virtues and the various agencies of education 
will be discussed at greater length. Our immediate task is, in view 
of the established nature and end of man, to find out what precise 
contribution that educational institution which is the school can 
be expected to make to his development. What must be kept in 
mind is that the direct, specific end of the school is a natural one, 
worthy of pursuit for itself, and with its own means; and also that 
the end of the school is not the same as the end of life. 

The school, as has been said, cannot wisely ignore the end 
of life. Though this is not its specific purpose, the church-related 
school can and should provide for the regular practice of religion 
on the part of its students. In Catholic schools this is usually 
looked after by the provision of opportunities for assistance at daily 
Mass, reception of the sacraments, an annual retreat, and a gen- 
erally religious atmosphere. Further, and this does refer to its 
specific purpose, the church-related school can furnish instruction 
in sacted doctrine as the most important of its intellectual functions. 
In both of these areas, the secular school cannot make the same 
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provisions; it has, though, the obligation of not interfering with 
the believing student's practice of his religion and not weakening 
his theological convictions. Further, it will be argued below,® the 
state has the obligation to make religious instruction possible for 
those who wish it. 

The teaching of the intellectual disciplines, and, where possi- 
ble, that most important discipline which is sacred doctrine, is the 
specific work of the school, of any school, and is the function which 
justifies the existence of the school as such. This work is accom- 
plished particularly in the classroom, the laboratory, and the li- 
brary. Even here there will inevitably be some degree of moral 
influence on the student, though it is indirect and informal. Fur- 
ther, since the school as a whole is a broader and more inclusive edu- 
cational agency than the classroom, patt of the operation proper 
to it will be the direct and conscious effort to help the student 
develop his moral virtues. In part this goal can be achieved through 
the intellectual function of the school, through the concept of his 
own nature that the student there receives; you cannot consistently 
demand moral responsibility of a being who, as you explain him 
to himself, is simply another biological unit. In part this goal can 
be achieved directly through the experiences which the student 
has in the school and the demands that are made on him, and which 
can lead to the further development of perseverance, honesty, jus- 
tice, courage, and most of the other moral virtues. 

Closely related to this function of the school, and one that is 
also specifically human, is that of developing social awareness and 
some of the social graces in its students. Precisely because he has 
intellectual knowledge and moral responsibility, man is naturally 
a social animal, not in the way that ants or bees are social, but in 
a peculiar human way. Though a man is a man before he is any- 


5 See in Chapter four the section on The State. 
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thing else, before he is a member of any society, yet it is only in 
various societies that he will be able best to develop his capacities, 
especially his specifically human capacities. To become better 
men and to lead more human lives we all need the experience of 
living socially. Societies will be more or less successful, and thus 
will be of more or less benefit to their members, to the degree that 
those members develop the knowledge and the willingness that will 
enable them to cooperate in achieving, so far as they do, the goals 
of those societies. Both the knowledge of what societies are and 
the willingness to work for their success must be developed; the 
school can play an effective part in such development, both inside 
and outside the classroom. 

Finally, since men are animals, though animals of a unique 
sort, they have certain physical powers that also deserve develop- 
ment if the notion of educating the whole man has any validity. 
Such motor skills as writing are obviously indispensable for any 
real intellectual achievement. An extension of this ability to in- 
clude typing can also be justified as a useful tool for further learn- 
ing. And physical training of almost any kind, whether aimed at 
participation in organized sports or not, is, in itself, an admirable 
thing, for it is better to have a healthy body than not to have one. 
Since it is a human being that goes to school, and not just an intel- 
lect or a will, any power that a human being possesses can lay some 
claim to consideration. It remains true, however, that there are 
other educational agencies, and that the specific, though not the 
exclusive, function of the school as a school is an intellectual one. 


TRANSFER OF TRAINING 


One of the perennial and highly controversial problems in the 
field of education, and one related to the question of the nature 
of man, is that of the transfer of training. Distinguishing this no- 
tion from those of mental discipline and formal discipline, Kolesnik 
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points out that the conviction that transfer of training occuts lies 
behind all formal schooling: ê 
© 


Of the three concepts in question, transfer of training is 
generally regatded today as the broadest. It refers to the 
application of knowledge, skills, habits, attitudes or ideals 
acquired in one situation—such as the physics laboratory— 
to another situation for which they had not been specifically 
learned—such as the kitchen, the farm, the machine shop or 
the algebra class. Whereas the possibility of transfer was once 
denied, it is now generally accepted as a sound principle that 
under certain conditions and to a certain extent transfer can 
and does take place. Except for some psychologists and edu- 
cationists, perhaps, no one has ever doubted this. The very 
notion of formal education seems to assume it. Indeed, if 
the knowledge, skills and ideals acquired in the classroom 
could not be carried over and made to function outside the 
classroom, it is doubtful that the time, money and energy 


being expended on schooling could be justified. 


6 Walter B. Kolesnik, Mental Discipline in Modern Edu- 
cation (Madison: University of Wisconsin Press, 1958); P- 5- 
Reprinted with permission of the copyright owners, the Re- 
gents of the University of Wisconsin. See also William A. 
Kelly, Educational Psychology, 4th ed. rev. (Milwaukee: The 
Bruce Publishing Company, 1956)» Pp. 324, 33> 3493 W. D. 
Commins and Barry Fagin, Principtes of Educational Psy- 
chology, 2d ed. (New York; The Ronald Press Company, 
1954), p- 588; Lester D. Crow and Alice Crow, Educational 
Psychology, rev. ed. (New York: American Book Company, 
1958), pp- 324 330 339-3413 Henry E. Garrett, Great Ex- 
periments in Psychology (New York: Appleton-Century- 
Crofts, Inc., 1941), Pp: 239-257° Lloyd G. Humphreys, 
“Transfer of Training in General Education, The Journal of 
General Education, 5 (1951); 210—216, reprinted in Lester 
D. Crow and Alice Crow (eds.), Readings in Educational 
Psychology (Ames, lowa: Littlefield, Adams and Co., 1956) 
pp- 306-316; Jaime Castiello, S.J., “The Psychology of Habit 
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Further, it might be added, the conviction that transfer of 
training occurs lies behind education in another of its meanings, 
behind all the conscious and organized efforts of the family, the 
church, the state, and other societies to educate their members, as 
well as behind the work of the school. Concerning all these socie- 
ties, but particularly the last, it can be said that: * 


From the viewpoint of the educational psychologist the 
problem of the transfer of learning reduces to the following 
questions: How and to what extent does learning one thing 
facilitate the learning of something else? To what extent 
does school learning carry over to situations outside the class- 
room? What conditions are necessary or helpful for the oc- 
currence of these two kinds of transfer? 

The problem of the transfer of training is central to the whole 
educational process, The position that one takes on this problem 
will depend principally on his philosophical convictions concerning 
the nature of man and the human cognitive and volitional powers. 
The pedagogical implementation of that position will depend prin- 
cipally on the empirical findings of educational psychologists. 
Further, the position taken on transfer will be probably the most 
important influence behind one’s convictions on curriculum de- 
velopment. For what a student should be taught will depend 
on what he is and how he learns, as well as and even before it will 
depend on the accidental features of his present situation. 

What a human being is we have already seen, however briefly, 
in the earlier part of this chapter. What his curriculum should 
be will be touched on, also briefly, later in this book. How he 
learns, and the psychological aspects of the transfer of training, at 
least so far as sensorimotor and intellectual processes are concerned, 


in St. Thomas Aquinas,” The Modern Schoolman, 14 (1936), 
8-12. 


* Commins and Fagin, op. cit., pp: 588-589. Reprinted 
by permission of The Ronald Press Sige 
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lie beyond the professional competence of this writer and must be 
left to educational psychologists. Since, however, such things as 
attitudes and ideals are also involved in the transfer of training, and 
since these lie to some extent within the field of the moral philoso- 
pher, there may be some point in examining this aspect of the 


question. 


Transfer in the Moral Order 


Does such transfer exist in the moral order? It depends on 
what one takes the question to mean. It is not usually understood 
as asking whether a man who develops to some degree the virtue 
of temperance will also, and by that very fact, develop the virtue 
of justice. It is usually understood as asking whether a man who 
develops the virtue of temperance in one set of circumstances will 
also exercise that virtue in another set of circumstances. Actually, 
however, the question usually seems to be whether the original 
set of circumstances will really develop the virtue of temperance 
in the first place; what people are really asking, it would seem, is 
not so much whether moral training can be transferred, as whether 
moral training can be achieved at all in whatever particular way is 
under discussion. 

In explaining why the state is of moral as well as material bene- 
fit to its members, St. Thomas Aquinas, following Aristotle, long 
ago pointed out that if a situation arises in which a father is physi- 
cally incapable of disciplining his rebellious sons, he can, in an 
organized society, appeal to the guardians of public order." And 
he is not referring simply to the fact that these public officers will 
restore order in a disordered situation, important as that fact is. 
He is also referring to the influence of such restoration on the young 
men in question. He is saying, in more modern language, that 
juvenile delinquents will not only be deterred from crime by the 


8 St, Thomas, In I Ethic., lect. 1, Spiazzi ed. No. 4. 
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threat of police action, but will also be morally improved. Forced 
obedience, the hypothesis runs, will in time generate voluntary 
obedience, will develop the virtue of obedience. The question 
that seems to be at issue in most discussions of the transfer of moral 
training is actually that of the possibility of the development of 
moral virtue by whatever means is in question—in this example, by 
the threat of coercion. 

If virtue is developed by repeated actions—and on the natural 
level it is so developed—then repeated acts of obedience to au- 
thority, even if the original reason is ignoble, should make it con- 
tinually easier to obey, should make it seem ever more natural to 
obey. These repeated acts, even if originally forced, should, in 
short, develop the virtue of obedience in those who through self- 
will or faulty home training or both are lacking in that virtue. 


Can Virtue Be Legislated? 
This is the theory lying behind social legislation. Far from 


believing that “You can’t legislate morality,” those who suppott 
such social legislation as The Fair Employment Practices Act or 
school integration laws maintain that legislation is one of the forms 
of education and that social legislation will produce better men 
as well as better situations. And it is certainly true that law is 
a matter of reason before it is a matter of will, that it issues primarily 
from the reason of a legislator and is a form of explanation to those 
to whom it applies of what they should do in order to achieve their 
common good.° 


On the level of the civil authority, the theory seems to have 


? Among others, Robert M. Hutchins has put this point 
forcefully: “The importance of law is not that it is coercive, 
but that it is pedagogical. The way to begin the rule of law, 
therefore, is to begin it and to rely on its educational force.” 
“The Nurture of Human Life,” Center for the Study of Demo- 
cratic Institutions, Bulletin (March, 1961), p= 33 
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a large amount of justification. When they were first proposed, 
laws regulating child labor, safety conditions in dangerous occupa- 
tions, minimum wages, and other such things were opposed as 
placing impossible burdens on the economy. They were at first 
obeyed only because of the legal sanctions attached to disobedience. 
Yet no one would today even suggest a return to the conditions 
existing before such legislation. There may be many reasons for 
such a changed attitude toward the rights of working people; one 
of them would clearly seem to be that the business world followed 
the legal directives, found that the economy somehow survived 
under these directives, got used to working in such conditions, and 
gradually came to accept the situation as normal and right. Such 
a development constitutes real progress in the virtue of justice, and 
that development can largely be put down to the influence of social 
legislation. Experience would indicate that, at least in this mean- 
ing, you can legislate virtue. 

Certainly, most societies take the possibility for granted and 
attempt to do so. The Church insists on her members’ obeying 
ecclesiastical law not only for the sake of the law but also for the 
sake of the members. That law is designed to make better men 
as well as to get certain things done. Parents lay down certain 
rules for their children to obey primarily in order to develop a sense 
of responsibility in the children, to help them to grow up and reach 
the condition in which they may run their own lives without fur- 
ther rules from their parents. The basic idea is not just to get 
the dishes done or the grass cut or even to get the children off the 
street and out of harm’s way at a reasonable hour, though these 
results are not unimportant. The basic idea is that repetition of 
these actions, even though there is a certain amount of coercion 
involved, is designed to lead to a greater degree of maturity, to 4 
heightened sense of responsibility in the children. And it is a 
pretty general experience that responsibility developed during ado- 


lescence will carry over into adult life. 
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Coercion and Rebellion 


Is this the way, though, to develop responsibility in the first 
place? Sometimes it works and sometimes it doesn’t. Certainly, 
to let people of any age do exactly as they please is an open invita- 
tion both to social chaos and to the deterioration of character; it 
is not good for any of us to be answerable to no one but ourselves. 
Yet it is also possible to make discipline so strict and coercion so 
severe as to invite rebellion. Captain Bligh was interested in 
developing strict and unquestioning obedience in his crew; the way 
in which he went about it produced mutiny on the Bounty instead. 
Clericalism has led to previously loyal Catholics leaving the Church. 
Parents who are unreasonably strict have driven their children to 
leave home and, as a gesture of defiance, to live as they know their 
parents would not wish them to. 

The fact that coercion ordinarily reaches a point, varying with 
the individual person, at which it produces rebellion does not in- 
validate the claim that moral virtue can be developed by the re- 
peated performance of good acts. What it means is that prudence 
must be exercised in applying sanctions and that the natural human 
inclination to exercise the freedom of choice cannot be entirely 
ignored. It is this delicate balance that must be maintained in 
every attempt to develop the moral virtues in others. Should 
parochial school authorities require their students to attend Mass 
daily? Should parents insist that their children take the pledge 
before they are of legal age? Should Federal courts insist that 
school integration be undertaken immediately? There is no easy 
answer to these and similar questions. But what is at issue and 
in question is not really whether moral virtues can be developed 
by repeated action, even when a certain degree of coercion is in- 
volved. What is really at issue is whether, in this particular in- 
stance, the coercion that will have to be used may not defeat its own 
purpose—that of eventually leading to a voluntary acceptance of 


44 


The nature of man 


the rule in question. The problem of the transfer of training in 
the moral order is actually the problem of the exercise of prudence 
in a given situation. 

This whole matter of the transfer of training suggests the sub- 
ject of the following chapter, the nature and development of the 
virtues. 


QUESTIONS 


1. Is an honor system the answer to the problem of cheating? 
2. Is student government a reliable way to train character? 


At all levels? At any levels? 
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HABITS IN GENERAL 


Everyone engaged in any phase of the educational process, like 
everyone engaged in any other conscious and deliberate activity, 
is trying to accomplish something. The goals at which he is aim- 
ing may be unformulated and indefinite in his mind, or they may 
be expressed at wearying and repetitive length in a book on the 
philosophy of education; but the goals are there, or the educator 
would not be engaged in trying to reach them. And whatever 
telative place he may give it in his hierarchy of values, probably 
every educator sees himself as, among other things, helping the 
person to be educated improve his ability to know or to do some- 
thing, or both. The educator may be a parent consciously giving 
his child an example of responsible living; he may be a school- 
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teacher explaining fractions to his students; he may be a weapons 
instructor showing a recruit how to sight a machine gun. In each 
of these instances the educator knows from observation that the 
person whom he is trying to influence has certain powers, both to 
know and to do, and is confident, on the basis of his experience, 
that the operation of these powers can be made better. The parent 
has observed that his child shows the ability to judge actions in 
moral terms, and, within the limits common to men, to exercise 
a free choice of what actions he will perform; he wants him to 
develop an increasing sureness in choosing and performing actions 
that they both regard as morally right. The teacher has observed 
that the members of his class show at least some ability to see the 
relations among quantitative parts and to reason from cause to 
effect; he wants them to develop an increasing competence in their 
intellectual handling of these relationships. The weapons instruc- 
tor has observed that the recruit shows an ability to understand and 
remember and follow instructions; he wants him to become able to 
sight a machine gun rapidly and accurately. 


The Powers Open to Habituation 


If the operation of a power is to be improved—and not just 
for one action but in a stable and relatively permanent manner— 
the power must be susceptible of this kind of improvement, called 
“habituation.” The teacher does not try to increase the basic 
intellectual capacity of his students, for he knows that this cannot 
be done; he tries to get each student to heighten his ability to use 
his power of knowing within its natural limits. The weapons 
instructor does not try to increase the recruit’s basic sharpness of 
vision, for seeing one thing leaves no permanent impression enabling 
him to see other things better; he tries to get the recruit to focus 
on some things to the exclusion of others and thus to bring his 
naturally limited power of vision to bear on this particular task 
with increasing effectiveness. Native intellectual capacity, so far 
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at least as the agent intellect * is concerned, is an example of what 
is technically known as active operational potency; sight is an ex- 
ample of passive operational potency. Active operational potency 
cannot receive a habit; that is, it cannot be informed by a stable 
perfecting quality which is a principle or source of act, because it 
is already a principle of act by its very nature. The agent intellect 
is always at the height of its power. Passive operational potency 
cannot receive a habit, in the strict Thomistic sense of habitus, 
because the quality which it receives from its actuating principle 
(the thing seen) does not inform the potency but remains only 
while the operation in question is being performed; it belongs to 
that species of quality which is a passion rather than a habit. After 
you look at something, your power of vision, your ability to see 
other things, has not increased. 

Between active and passive operational potency there stand the 
specifically human powers which are the intellect (the possible 
intellect, not the agent intellect) and the will (the rational ap- 


1Tn the Aristotelian and Thomistic theory of knowledge, 
the agent intellect is that power which, through abstraction 
from sense images, and perhaps directly from things them- 
selves, makes intellectual knowledge possible. See St. 
Thomas, Summa Theologiae, 1, 79, 374; 85, 1. See also 
Herman R. Reith, C.S.C., An Introduction to Philosophical 
Psychology (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 
1956), part III, sec. A, espec. pp- 165—169; Robert Edward 
Brennan, O.P., Thomistic Psychology (New York: The Mac- 
millan Company, 1941), chap. 7, espec. pp. 1797195- 

2St, Thomas Bas T of habit from a meta- 
physical rather than a psychological point of view. See In IX 
Metaph.; De Virtutibus in Communi, espec. att. 1; Summa 
Theologiae, I-II, qu. 49—654. An excellent secondary source 
on this subject is Vernon J. Bourke, “The Role of Habitus in 
the Thomistic Metaphysics of Potency and Act,” in R. E. 
Brennan, O.P. (ed.), Essays in Thomism (New York: Sheed 
& Ward, Inc., 1942), pp. 103-109- 
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petite), and, to a lesser extent, those powers which, though not 
specifically human, come to some extent under the control of in- 
tellect and will. These latter powers are the sense appetites, the 
imagination and the memory, and, at the bottom of the scale, 
the nervous and the muscular systems. All these powers differ 
from purely active potency in that, in order to serve as a principle 
or source of act, they must be actuated by an active principle; the 
possible intellect, for example, must have an intelligible object 
present to it before the act of knowing can occur. These powers 
differ from purely passive potency in that they are not restricted 
to only one sort of operation, as is the power of sight, for example, 
but may be used well or badly; through the operation of the will, 
for instance, one may develop either the virtue of justice or the vice 
of injustice. Further, they differ from purely passive potency in 
that they receive not just a passion, as does the power of sight in 
the example that we have been using, but a form that remains after 
the operation in question has ceased and that makes further opera- 
tion of the same kind easier; a man who habitually pays his bills 
is more likely to repay the money he borrowed from you than one 
who usually dodges his bills, and the diference is a difference in 
the men and not just a matter of mathematical probabilities. 

As examples of powers open to habituation we have been using 
the intellect and the will. In a reduced meaning of the term 
“habit” or “virtue,” other powers are also capable of perfection by 
those qualities which are virtues. The following schemata are in- 
tended to outline the powers of the soul and the virtues by which 
some of them may be perfected. The aim is to set in context the 
notions which will be discussed in the following pages. 

Even though most of the powers outlined below involve bodily 
activity, they are properly powers of the soul, or vital powers, be- 
cause they are the source of operations which are peculiar to living 
things, to organisms endowed with a principle of life, that is, a soul. 
If you plant an acorn in the ground, and if the conditions are right, 
you will eventually have an oak. If you plant a stone in the ground 
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beside the acorn, you will never have anything but a stone in the 
ground. The stone will not grow because it is not alive; the acorn 
will grow because it is alive. There are many terms for that prin- 
ciple through which living things are alive and perform vital opera- 
tions; the philosophical term for this principle is the soul. It is 
for this reason that the powers that living things exhibit, even 
though most of them involve bodily functions, can be called powers 
of the soul. 

How does one know what these powers are? The means that 
all of us constantly use are those of observation and inference. 
How did we know that the acorn was alive and the stone not alive? 
Because the acorn did something—grew into a tree—and the stone 
did not. This seems to be the way in which we reach all conclu- 
sions of this sort. In order to find out, to whatever extent is possi- 
ble, what something is, we watch what it does. Then we infer 
that if it does this sort of thing, for example, grows, it must have 
the power to do so. Last, if we are interested in a further infer- 
ence, we can reason that if it exhibits such and such powers, it is 
such a kind of being. 

We see, for example, some things that show evidence of life 
by growing, by nourishing themselves in the process, and by re- 
ptoducing themselves. Unlike stones, to take our previous exam- 
ple, things such as acorns do not have to have something added 
by way of an extrinsic source in order to increase in quantity; they 
grow by a principle intrinsic to themselves. They do so by ab- 
sotbing chemical elements from their environment and changing 
them into living tissue. Further, they reproduce their kind through 
another vital process. These things we call plants. 

Again, we see some other things, which we call animals, that 
do all that plants do and, in addition, exhibit some form of con- 
sciousness, a phenomenon irreducible to the physiological events 
that are connected with it. The higher animals show evidence 
of having five external sense cognitive powers, by means of which 
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they become conscious of objects and events immediately present 
to them. They also show evidence of possessing memory and im- 
agination, as well as some form of instinct. These are called 
internal sense cognitive powers because they do not have any organ 
on the surface of the body. In addition, animals evidently have 
an attraction to or an aversion from some of the things that they 
ate conscious of; they give evidence, in other words, of sense ap- 
petites and emotions. 

Finally come men, whose powers of intellect and will, it was 
argued in the pteceding chapter, serve to mark them off as different 
in kind from the other animals. Our task here is to find out, by 
the same kind of psychological approach, which powers that men 
show evidence of possessing are capable of being habituated. Cer- 
tainly that power which is the intellect is the subject of various 
virtues, such as the arts and the sciences. A student who has, 
we say, learned geometry, has developed a quality, an intellectual 
virtue, which enables him, first, to become to some extent a ge- 
ometrician and, second, to reason with some degree of efficiency 
in the field of geometry. And so with the other sciences and with 
the arts, That power which is the will can acquire the same sort 
of perfection, through the development, for example, of the virtue 
of justice by which we are led to respect the rights of others and 
to give them what is owing to them. When we come to the sense 
appetites, we find that virtues are also able to be developed, but in 
a somewhat less perfect way. Fortitude and temperance are real 
virtues, perfecting the sense appetites so that we can pursue bodily 
goods in a reasonable way and can face firmly the obstacles that 
make it difficult for us to do what is right. Yet these powets are 
never more than imperfectly under the control of the intellect 
and the will, and hence the virtues developed in them are less 
perfectly virtues than are those of the rational powers. When it 
comes to the powers called imagination and memory, there is 
some doubt about the extent to which virtues can be developed. 
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These powers should, theoretically, be open to habituation to the 
extent that they can be controlled by the intellect and the will. 
The actual extent, if any, to which they are so open to habituation 
can best be determined by further work in experimental psychology. 
Observation would indicate that this is as far as we can go in de- 
veloping virtues. The power of sight, for example, does not seem 
to acquire any increased ability to operate by being used exten- 
sively. Powers of concentration can be increased, but this does not 
seem to be a perfection of the sense power itself. Finally, on the 
vegetative level it should be quite evident that no virtues can be 
developed; no personal effort, for example, will bring the process 
of growth under rational control. 

Once mote, then, we can say that, in the strictest sense of the 
term, only the specifically human powers of intellect and will, 
which are rational in themselves, are the subject of virtues. In 
a reduced meaning the sense appetites can be said to be the subject 
of habits so far as they fall within the control of reason and will. 
With a further reduction in meaning, one can say that even the 
internal sense cognitive powers of memory and imagination can 
receive habits so far as “these powers are moved to operation by 
the command of reason.” è Last, neural and muscular patterns 
can also be built up through repeated operations; these resemble 
habits, in the meaning in which we are using the term, but are 
not accurately so called.‘ 

A schema would present the situation thus: 


Intellect and will: rational by their nature; they develop habits 
in the most proper meaning of the term. 

Sense appetites: to some extent under the control of reason 
and will; they develop habits in a less proper meaning. 

Internal sense cognitive powers: still less under the control of 


St. Thomas, Summa Theologiae, I-I, 50, 3, ad 3. CE 
ibid., 56, 5) €: 
* Ibid., 50, 3, ad 3. 
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reason and will; they develop habits in an even more re- 
duced meaning. 

Bodily powers: controlled by reason and will until their opera- 
tion becomes automatic; they develop what may be called 
patterns or skills or techniques. 


Properly speaking, habits are qualities inhering in the soul by 
way of the powers that they perfect; these qualities produce stable, 
relatively permanent accidental changes that constitute in their 
possessor what is literally a “second nature.” Men perform human 
acts by means of their powers, among others, of intellect, will, 
sense appetites, memory, and imagination. If these powers can be 
improved by qualities inhering in them as forms, that is, by good 
habits or virtues, those men will perform their human acts more 
easily, efficiently, and surely. And since any end, including man’s 
last end, must be achieved by means of human acts, the develop- 
ment of good habits will necessarily be a primary aim of the educa- 
tional process on any of its various levels. 


Habits and Skills 


Throughout this section we have been speaking of habits in 
a strictly technical sense, and have maintained that they can inhere 
primarily in the specifically human powers of intellect and will and 
secondarily in those powers into whose operation reason and will 
enter in a particular way. These habits, then, unlike muscular or 
neural patterns, are not at all automatic or unconscious; they do 
make subsequent actions easier and more certain, but not by re- 
ducing them to a mechanical level. You do not become prudent 
unconsciously; you do not learn to weigh possible courses of action, 
to judge that one of them provides the best means to the desired 
end, and to carry out the decision arrived at, without considerable 
thought. And no matter how prudent you may become, you 
never exercise the virtue without thinking, and thinking carefully. 
Courage, again, does not involve becoming insensitive to fear or 
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hardship; it involves feeling fear or laziness and going ahead and 
doing the right thing anyway. No matter how long you have 
been getting up early in the morning you never, I have been told, 
reach the point at which you can do it without effort. Habits 
taken in this proper sense (and we ate, of course, interested in the 
possibility of developing good habits, or virtues) make it easier to 
act as we should, but the actions springing from these virtues are 
always done at the conscious level as fully human acts. In this 
book the word “habit” will consistently be used in that technical 
sense. 

Many of our actions, however, are really automatic. Some of 
them are always automatic—tfor example, digestion; and some of 
them become automatic after learning—for example, typewriting. 
These actions are sometimes called reflex actions, and, at least in 
many of their aspects, do not involve consciousness. We must 
certainly be conscious and even very careful when, for instance, we 
are driving a car; but we are not really skillful and accomplished 
drivers until we can do most of the required actions without having 
to stop and think about each one. Other examples, from in- 
numerable possible ones, are swimming, skating, operating an 
adding machine, running a punch press. Let us call these acquired 
abilities “patterns” or “skills” or “techniques,” and let us not con- 
fuse them with habits in the technical sense of the word.” 

After we first make mental judgments about what should be 
done and how it should be done, we develop patterns or skills by 
controlled repetition. Initial attempts at, say, learning typewriting 
will usually be halting and difficult. But correct practice, con- 
scientiously repeated day after day, will gradually develop the 
needed skill, until striking the correct key, shifting for capitals, and 
all the other motions that make an expert typist (though never an 
absolutely perfect one) will become easy to perform and largely 
automatic. Chiefly because of their importance for daily living, 


5 Cf. p. 51 above. 
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skills as well as habits are legitimate and even indispensable aims 
of education in most of its meaning. 


NATURAL AND SUPERNATURAL VIRTUES 


Since this is a book in philosophy rather than in theology, it 
will be concerned directly with the natural rather than the super- 
natural order, and hence with the natural rather than the super- 
natural virtues. Yet it is important for us to keep in mind the 
existence and the importance of the supernatural virtues even though 
we cannot, by our own efforts, develop them either in our students 
ot in ourselves. Natural virtues are those which we develop and 
practice in order to perfect our human nature. Our last end, how- 
ever, is beyond the reach of that nature if it is left unaided; hence, 
it will need to be strengthened, if we are to have any chance of 
reaching that end, by good habits which are also beyond human 
nature, that is, by supernatural virtues. These virtues cannot at 
all be acquired by human effort; they must be directly infused into 
us gratuitously by God.° 

Examples of these would be the theological virtues of faith, 
hope, and charity, none of which can be developed by purely hu- 
man effort. Further examples would be the infused cardinal vir- 
tues of prudence, justice, fortitude, and temperance. There are 
also, of course, the natural cardinal virtues which concern the same 
subject matter and perfect the same powers and have the same 
names as the supernatural cardinal virtues. Yet the latter are 
specifically different from the naturally acquired virtues—different 
in kind and not just in degree—for the supernatural virtues dis- 
pose us toward an end that exceeds infinitely the capacity of 
human nature. A man who stops smoking because he is afraid of 
cancer or because he wants to develop his character is practicing the 
natural virtue of temperance, and will increase that virtue in him- 


€ St. Thomas, Summa Theologiae, HI, 51, 4 © 
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self by maintaining his abstinence; his immediate reason is his 
health or his self-command, both of them natural goods. A man 
who gives up smoking as an act of reparation for past sins is prac- 
ticing the supernatural virtue of temperance, which can be in- 
creased in him only by a continuation of divine grace; his immedi- 
ate reason springs from his love of God, a supernatural motive." 

Nevertheless, natural and supernatural virtues are not unre- 
lated; and a person who has not, to continue the example, developed 
by his own efforts the natural virtue of temperance to a considerable 
degree would be unable to practice perfectly the infused virtue of 
the same name. For the supernatural order, the order of grace, is 
built upon the natural, not upon its ruins. 

This is why a regular, conscious, and determined effort on 
our part to build up the natural virtues in ourselves and to help 
our students or others under our care build up the natural virtues 
in themselves may have indirect results even in the supernatural 
order. This is not to say that our own actions can in any way 
cause in us the supernatural virtues, which are the effect of divine 
grace alone. But the acquisition of natural virtue can at least dis- 
pose us favorably to the reception of supernatural virtue. 

Since natural virtue is acquired through one’s own repeated 
actions, one of the best ways of gradually building up these virtues 
will be through the imitation of the lives of good persons. The 
ancients were fond of pointing out the value to be derived from 
watching and imitating the best and wisest men. In every time 
and in every land, national heroes have been held up before youth 
for their admiration and emulation. For the better development 
of the spiritual life, both in ourselves and in our students, the 
study and imitation of the lives of the saints and of the life of 
Christ Himself are the traditional and the tested means of en- 
couraging the sanctity that leads to ultimate and eternal success 


and happiness. 
" [bid., 63, 4, ¢. 
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The most telling example, however, the one most likely to 
have a deep and lasting influence on our students’ lives, is the one 
which they receive directly rather than vicariously, from life 
rather than from books, from deeds rather than from words. This 
fact puts a truly awesome responsibility on all those whose actions 
the young observe, and observe with frightening clarity—on par- 
ents, on priests, on school administrators, on teachers—to live and 
act in such a manner that those under their care will be themselves 
led to cultivate good habits rather than bad ones, virtues rather 
than vices. This responsibility will be spelled out at greater length 
in the following chapter; its importance simply cannot be exag- 
gerated. 


MORAL VIRTUES 


The intellectual virtues, which will be discussed in the follow- 
ing section, are those which enable us to know what is true and to 
know how to do and to make things. For the good life, however, 
we must not only know but actually do what is right. The good 
habits which perfect our human powers so that we can do what is 
right—that is, perform the actions that will lead us to those ends 
which we actually have, including our last end—are called moral 
virtues. There are many such virtues, because there are many 
areas in which we are required to act well. Traditionally, though, 
the most important and inclusive of the moral virtues have been 
called the cardinal virtues: prudence, justice, fortitude, and tem- 
perance. It will be maintained throughout this book that the 
specific task of the school, and especially of the classroom within 


8 See Sister Mary William Hollenbach, $.S.N.D., The 
Nature of the Intellectual and Moral Virtues and Their Vari- 
ous Relationships (Notre Dame, Ind.: unpublished disserta- 
tion, 1959). Many parts of this dissertation are applicable 
to philosophy of education. 
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the school, is the development in students of the intellectual virtues. 
Yet our students are human persons, not walking intellects; and 
the school, like every other educational agency, has to some degree 
the task of helping those students develop the moral as well as 
the intellectual virtues. 

As was mentioned above,® the first of the cardinal virtues, 
which is prudence, is also and primarily an intellectual virtue, be- 
cause it improves our ability to reason to a sound conclusion about 
what we should do in any given circumstances. It is a moral 
virtue as well, however, because it leads to decisions in the moral 
order, and also because it requires that our will be rightly directed 
in the first place. That is, we have to want the right end before 
we can possibly reason successfully about the means of attaining it. 
The student who attends college primarily for social reasons is not 
likely to get as much out of his experience, intellectually speaking, 
as one who attends college primarily for the sake of learning. If 
his will is fixed on the wrong end, he will be unlikely to decide on 
and take the means that will lead him to the right end. Prudence 
is a moral as well as an intellectual virtue. 

The second of the cardinal virtues, justice, is one that perfects 
our will so as to enable us consistently to give to other persons or 
groups what is owing to them, or what they have a right to expect. 
To respect the rights of others is to do them justice. A student is 
practicing justice when he replaces a book which he borrowed and 
then lost. His father is practicing justice when he reports his full 
income to the government. His teacher is practicing justice when 
he prepares his classes as carefully as he possibly can. The school 
authorities are practicing justice when they decide scholarship win- 
ners on the strict and exclusive basis of academic achievement. 

Fortitude, or courage, is a virtue that perfects one of our sense 
appetites so that we will go ahead and do what we should do even 


9 Cop; 2 f 
See in Chapter one the section on Philosophy of Educa- 
tion, Prudence, and Conscience. 
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in the face of difficulty or danger. Martyrs show fortitude in un- 
dergoing torture and death rather than deny their faith. Soldiers 
show fortitude in facing probable death for the good of their coun- 
try. Students and teachers show fortitude in getting down to work 
when tired minds and bodies are crying out for them to put their 
fect up. Administrators show fortitude in expelling failing stu- 
dents whose wealthy parents, they know from sad experience, will 
be down on them with every kind of pressure. 

Temperance is a virtue that perfects our other sense appetite 
so that we exercise a reasonable restraint in our pursuit of such 
particular goods of the body as money, drink, and sex. The previ- 
ous example of the man who gave up smoking illustrates the opera- 
tion of the virtue of temperance. Those who surrender present 
ease in order to study are exercising the virtue of temperance as 
well as that of fortitude. They are also performing an act of 
justice by fulfilling their obligations to others. And in view of the 
requirements of the life of study and, in particular, of tomorrow's 
assignment, studying is also the prudent thing to do in the circum- 
stances. 

This last example does not mean that all the cardinal moral 
virtues are really one and the same. They differ according to their 
objects, for it is not the same thing to observe someone else's rights 
and to face difficulty firmly.” They also differ according to the 
power which they perfect, for prudence is a quality inhering in 
and perfecting the possible intellect, justice is in the will, fortitude 
is in the irascible appetite, and temperance is in the concupiscible 
appetite. These virtues are specifically distinct. Yet they are 
also related in that one operation, one action, may require and in- 
volve all of them, as in the example of study given above.™! They 
are also related in that prudence, being what Aristotle called the 
architectonic virtue, in a sense governs and directs them all, for 


10 St, Thomas, Summa Theologiae, LII, 54, 2; 60, 1. 
bid, Oi. is 
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any morally virtuous act is also by definition a prudent act, and 
without prudence none of the other moral virtues can exist.” 

Taken on the natural level, these moral virtues, like any other 
natural virtues, are developed by repeated action. The more often 
we reason successfully about what to do in a given situation, the 
more often we respect the rights of others, the more often we face 
a difficult situation squarely, the more often we use moderation in 
enjoying sense pleasures, the less difficult such behavior becomes 
in the future. Both virtues and vices are gradually built up by 
our repeated actions, and both become progressively harder to 
break. This does not mean that they determine our actions so 
that we can no longer choose freely, or that they make our properly 
human actions automatic, but that they make choice in one direction 
rather than in another much easier and more likely. And on such 
choice depends the success or failure of our lives as a whole, and 
also the lives of those on whom we exercise an influence.” 


INTELLECTUAL VIRTUES 


In view of the overriding importance of our last end, an end 
that will be reached or missed on the basis of human acts whose 


12 For an excellent account of the relation of the moral 
virtues among themselves, see Josef Pieper, “On the Christian 
Idea of Man,” The Review of Politics, 11, 1 (January, 1949) , 
3-16, reprinted in M. A. Fitzsimons, Thomas T. McAvoy, 
and Frank O’Malley (eds.), The Image of Man (Notre 
Dame, Ind.: University of Notre Dame Press, 1959), pp- 
20-32. See also Pieper’s Fortitude and Temperance (New 
York: Pantheon Books, a Division of Random House, Inc., 
1954), Justice (New York: Pantheon Books, a Division of 
Random House, Inc., 1955), and Prudence (New York: 
Pantheon Books, a Division of Random House, Inc., 1959): 

18 St. Thomas explains (Summa Theologiae, ILI, 53, 3, €) 
that both moral and intellectual virtues can be diminished ot 
even lost entirely through not being used. 
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principles or sources are virtues, the development of the moral 
virtues both in ourselves and in our students would seem to be the 
most important task in the world, for if we fail here we fail al- 
together. On the other hand, though, there is a sense in which 
the speculative intellectual virtues are superior to the moral virtues, 
for they have, taken in themselves, a more noble object, which is 
universal truth.4 And even if we concentrate on the sense in 
which the moral virtues are superior, the intellectual virtues remain 
worthy of development as perfections of the power through which, 
ultimately, men are distinguished from brutes. To know the 
truth is a properly human operation. Indeed, it is the properly 
human operation, and is a kind of foretaste of the Beatific Vision.” 
To develop the ability to know the truth, and to help others to do 
so, is, as the following chapter will attempt to spell out, a work of 
sufficient dignity and intrinsic importance to merit the best efforts 
of a whole life. To develop the ability to know the truth, whether 
in the speculative or in the practical order, is to develop the in- 
tellectual virtues, just as to develop the ability to do good is to 
develop the moral virtues. And if, as will be maintained, the 
specific though not the exclusive aim of a teacher as such is to 
help his students strengthen their intellectual powers by the increase 
of intellectual virtues, it would be well for us to find out, at least 


in a general way, what these intellectual virtues are. 


The Speculative Intellect: Understanding, Science, and Wisdom 


The virtues of the speculative intellect, those good qualities 
which perfect the intellect for its work of knowing the truth about 
reality, are traditionally called understanding, science, and wisdom. 
The virtues of the practical intellect, those good qualities which 


14 St, Thomas, ibid., 66, 3, © A related point is that, 
whereas the journey through this life to our last end requires 
morally good acts, the last end itself is an intellectual operation. 


18 [bid., ad 1. 
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perfect the intellect for its work of knowing how to make and to 
do things well, are called, respectively, art and prudence." 

The beginning of all knowledge, called ptinciples (principia), 
is some self-evident propositions, known in themselves without any 
reasoning. An example would be, “A thing cannot both be and 
not be in the same respect,” or, more particularly, “A whole is 
greater than any of its parts,” or “Two quantities equal to the same 
third quantity are equal to each other.” To say that these proposi- 
tions are self-evident is not to say that their truth is innate, inborn, 
in the human mind. Some experience of reality, some acquired 
knowledge of the meaning of the terms involved, a consciousness 
of existence, a grasp of the meaning of whole and part and equal 
are required before the propositions can even become intelligible. 
But once the meaning of these terms is known from experience, 
the truth of the propositions is grasped immediately and without 
any intermediary step of reasoning, for the predicate of the proposi- 
tion is seen to belong necessarily to the subject. It should be 
mentioned that for someone to see such a relationship it is not 
necessary for him to be able to state the principle explicitly; a child 
who cannot formulate the proposition, “A whole is greater than 
any of its parts,” will still know the difference between a whole pie 
and a piece of pie. 

The quality, the good habit, which perfects the intellect to see 
the truth of such propositions is called understanding. Is any 
conscious and deliberate development of this virtue possible, and, 
if so, can the school make any contribution to such development? 
Only, it would seem, by its regular work of teaching. For if 
someone is to see a proposition as self-evident, he must see that 


° Ibid., 57, 2-5. A useful commentary on this general 
topic is Joseph Luke Lennon, O.P., The Role of the Intellectual 
Virtues in Education According to the Philosophy of St. 
Thomas Aquinas (Notre Dame, Ind.: unpublished disserta- 
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the predicate belongs necessarily to the subject. And that re- 
quires knowledge of the meaning and of the implications of the 
meaning of the subject. The proposition “God is” is self-evident 
to one who knows that God’s essence is His existence, but not to 
one who does not. Here the virtue of understanding could be 
developed by teaching concerning the nature of God. Again, “We 
hold these truths to be self-evident, that all men are created 
equal....” Are they? They are, but you cannot know that they 
are unless you know quite a bit about what men are. Here the 
virtue of understanding could be developed by teaching concerning 
the nature of man. And soon. The virtue of understanding can 
be developed and increased, but only by the ordinary work of 
teaching which will make clearer the meaning and the implications 
of the various terms which enter into the formation of propositions. 
What is self-evident to the man who knows will always be anything 
but that to the man who does not know. 

Most propositions, however, are not self-evident; their truth 
must be reached, if reached at all, by hard reasoning. This is one 
of the prices that we pay for being men rather than angels. The 
human intellect is a power of a soul that is the life principle of a 
body; all our intellectual knowledge, as a consequence, must be 
abstracted from sense knowledge; and sense knowledge depends 
for its very existence on the operation of bodily organs. Our in- 
tellectual knowledge, then, our knowledge in general and universal 
terms, is won only with difficulty, and can lead to further in- 
tellectual knowledge, to conclusions derived from principles, only 
at the expense of frequently involved reasoning going from one 
step to the next. The triumphant Q.E.D. is not reached easily, 
but it can be reached. There is no royal road to learning, but 
there is a road. Those qualities, developed by practice, which 
enable us to reason more surely and efficiently from principles 
(beginnings) to conclusions (terms or end points), are the virtues 
of science and wisdom. These virtues resemble each other in that 
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both of them perfect the intellect for its operation of reasoning from 
principles to conclusions, of seeing conclusions as necessarily im- 
plied in their principles or causes. They differ in that science 
concerns reasoning to conclusions from principles that are ultimate 
only in a given order of reality, such as the mathematical or the 
physical or the biological; whereas wisdom concerns reasoning to 
conclusions from principles that are ultimate absolutely. There 
are, then, as many sciences as there are kinds or fields of knowable 
truth, though there is much difference of opinion as to just what 
these fields are and how they are related. Since, however, the 
ultimate cause of all reality is one, there is only one wisdom; in 
the natural order it is called metaphysics and, in the supernatural 
order, sacred theology. Let us look first at the intellectual virtue 
called “science,” to see what it is in itself and how the school can 
contribute to its development. 


Science and What It Is Not 


In the meaning which Aristotle and St. Thomas attach to 
the term, science is certain knowledge through causes, knowledge 
of conclusions as related to principles. Knowledge of individual 
facts is not scientific knowledge, no matter how true and how im- 
portant the facts in question may be. To know that this particular 
line is four inches long is not to have scientific knowledge; to 
know that the square on the hypotenuse of a right triangle is equal 
to the sum of the squares on the legs, and to know why, is to have 
scientific knowledge. It is to see why, given the self-evident prin- 
ciples of Euclidean geometry (axioms, postulates, and definitions) , 
the conclusion is true, must be true, and must always be true. 
Necessity and universality characterize the conclusion. Further, 
the conclusion was reached through reasoning rather than through 
an inspired guess; science involves secing why the conclusion is 
true. Another example: To know that this particular beaker of 
water breaks down into 2 parts of hydrogen to 1 of oxygen is not 
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to have scientific knowledge; to know that hydrogen and oxygen, 
united in a proportion of 2 to 1, will form water, and to know why 
(in terms of the atomic structure of these elements), is to have 
scientific knowledge. 

Most perfectly, science involves reasoning to conclusions which 
have an absolute universality and necessity and in such a way as 
to afford a complete causal explanation. We have relatively little 
knowledge of this sort. Less perfectly, but still properly, we can 
speak of scientific knowledge in such basically inductive disciplines 
as chemistry. Here the necessity of the conclusions is a merely 
hypothetical one, for there is no intrinsic necessity in the present 
order of creation, since God could have made the world other than 
He did. Further, the causal relationship of conclusion to principle 
is not entirely clear, for we know only that a certain atomic struc- 
ture invariably acts in a certain way, not why it does. We can 
say why hydrogen and oxygen unite in a certain way; the cause 
is their atomic structure. And this knowledge constitutes a real 
explanation. But we cannot say why such an atomic structure 
invariably causes such a union. This knowledge does not con- 
stitute a full explanation. Yet there is still, in such disciplines as 
chemistry, a knowledge through causes, and a knowledge in- 
volving some degree of universality and of necessity. At what 
point the attribution of the term “science” to our knowledge be- 
comes not only imperfect but improper is a matter of dispute, a 
decision which involves a certain degree of arbitrariness, as it 
also does with such terms as art and teaching. Do what are called 
the social sciences constitute properly scientific knowledge? Is 
history a science? The position taken in this book will be that 
the term science can be applied to bodies of knowledge, to series 
of conclusions, in a diminishing but still proper sense, first, as 
long as there is any degree of universality that abstracts from singu- 
lar examples taken one by one, even if the occurrence in question 
can be expected only “usually” or “for the most part”; second, and 
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related to the first, as long as there is even that degree of “necessity” 
achieved by the operation of laws of probability; and, third, as 
long as some causal connection, some why, is established between 
the conclusions and the observed facts that served ultimately as 
principles. 

In this view sacred theology and the philosophical, mathe- 
matical, and natural sciences are certainly scientific. So, too, 
though in a reduced sense, are those disciplines included under the 
general heading of the social sciences. The statement that in an 
open market, supply and demand tend toward equilibrium is a 
generalization abstracted inductively from many particular exam- 
ples observed. ` Its necessity is not at all that of the natural sciences, 
for the individual examples that served as the basis for the universal 
conclusion are themselves not necessitated but are acts of free choice 
by persons in the market; nevertheless there is that degree of 
constancy assured by a propensity of human nature that exhibits 
itself on the average or “for the most part,” though not in every 
instance. Finally, there is a relation established between the con- 
clusion, which is the economic law, and the cause, which is human 
nature. Another example would be the conclusion that the separa- 
tion of legislative and executive powers reduces the possibility of 
dictatorship, or that general economic conditions have a measurable 
effect on the incidence of white-collar crime. The difference be- 
tween the degree of universality and necessity achieved by the 
conclusions of the natural sciences and the conclusions of the social 
sciences lies ultimately in the fact that human nature allows free 
choice and physical nature does not. Yet in both cases there is a 
nature, something stable and constant, that makes possible gen- 
eralizations of at least some degree of necessity if the induction 
is based on a sufficient enumeration of particulars, a sufficient num- 
ber of examples, and that makes possible the establishment of a 
relation of cause and effect. 

I do not have either the competence or the courage to debate 
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the question of the scientific nature of history, though I have never 
been able to understand arguments against including it among the 
social sciences. Certainly, history is more than chronology; it 
involves the establishing of causal relationships. But do historical 
conclusions involve any universality or necessity? Conclusions es- 
tablished historically can themselves become principles leading to 
more general conclusions; an example of the latter would be the 
famous dictum that power tends to corrupt.’ Do conclusions of 
this type belong to history or to philosophy of history? Should 
either history or philosophy of history be considered a social sci- 
ence? #8 These issues must be left to the professionals in the feld. 
The way in which they are resolved, however, will make a con- 
siderable difference to the manner in which the discipline in ques- 
tion (and, indeed, any discipline) is taught. Behind pedagogy 


lies, among other things, epistemology. 


Wisdom and Communication 


The third of the virtues of the speculative intellect is wisdom. 
As stated above, wisdom comprises sacred theology and metaphy- 
sics, the latter culminating in natural theology, that knowledge 
which men can have of God as the cause of the natural order. 
Wisdom is also scientific, for it improves the intellect in its opera- 
tion of reasoning from principles to conclusions. But the principles 
involved here are those which are ultimate absolutely, and not only 


17 Acton-Creighton Correspondence, in Lord Acton, Es- 
says on Freedom and Power (New York: Meridian Books, 
Inc., 1 DBs $ 

a. anthology devoted largely to the dis- 
cussion of these and related issues is Hans Meyerhof (ed.), 
The Philosophy of History in Our Time (Garden City, N.Y.: 
Anchor Books, Doubleday & Company, Inc., 1959). CE 
Folke Dovring, History as a Social Science: An Essay on the 
Nature and Purpose of Historical Studies (The Hague: Marti- 
nus Nijhoff, 1960). 
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in a given order of reality. To develop the good habit of looking 
at reality under the divisions of essence and existence or of potency 
and act, of looking at whatever one comes to know in relation to 
God as its beginning and its end, is to learn to look beyond the 
proximate causes of the particular sciences to the ultimate cause 
of reality. It is to begin the task of achieving, to whatever degree 
it is given to men to achieve it, the virtue of wisdom. Not that 
wisdom can be given to youth, neatly packaged, by an under- 
gtaduate course, whatever its title, nor, on the other hand, that it is 
inaccessible to any who have not been exposed to such a course. 
But the school can do something by way of a beginning, s begin- 
ning which gradual maturity, much more knowledge, and tire habit 
of reflection may bring to some real development. 

Precisely because wisdom strengthens the ability to see reality 
as a whole in relation to its ultimate cause, whereas particular 
sciences strengthen the ability to see segments of reality in relation 
to the ultimate causes only of those segments, wisdom can rightly 
be said to judge and to put order into all other knowledges; for 
in the last analysis all truth is fully intelligible only in relation to its 
ultimate cause. This fact should give pause to those experts in 
particular sciences who are fond of considering the proximate causes 
with which they deal to be the ultimate causes of the whole of 
reality, and who blithely trespass on the fields of metaphysics and 
of theology with a cavalier distegard for the requirement of com- 
petence in these areas. This is scientism rather than science. The 
same fact should also give pause to those experts in metaphysics or 
in theology who consider that some knowledge of the ultimate 
cause of reality absolves them from the effort of trying to under- 
stand the proximate causes of various areas of the same reality, 
and who just as blithely trespass on the fields of the particular 
sciences with no appreciation of the methods of investigation ap- 
propriate to them. This is theologism rather than theology, phi- 
losophism (if such a term may be allowed) rather than philosophy- 
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A great deal of the tragic insufficiency of communication be- 
tween theologians and philosophers on the one hand and mathe- 
matical and natural and social scientists on the other (and, indeed, 
among all specialists) can be reduced to this cause, and also to a 
common but mistaken conclusion drawn from it, often almost 
unconsciously. The metaphysician or theologian is right in taking 
a dim view of the positivism which arbitrarily reduces all science 
to positive science and refuses the name of science to any other 
kind of knowledge. Yet he is wrong if he also takes a dim view 
of the positivist in question, who may be a man of considerable 
ability when he sticks to his own field, or of the whole of the 
particular science which the positivist represents. Such condem- 
nation stems from the same mistake as that made by the positivist 
who is being condemned, the failure to distinguish between science 
and scientism. The social scientist is right in taking a dim view 
of a social philosopher’s utopian schemes for reforming a social 
order whose complexities he lacks the professional equipment to 
understand, and who mistakenly considers any attempt at con- 
stituting a purely observational social science to be another form 
of positivism. Yet he is wrong if he also takes a dim view of the 
philosopher in question or of the whole of the discipline which he 
represents. When particular scientists come to see that competence 
in one area of reality does not by itself confer competence to make 
judgments concerning reality as a whole and to answer the ulti- 
mate questions concerning its nature; and when those who have 
made some beginning in the acquisition of speculative wisdom 
come to see that knowledge of ultimate causes does not by itself 
confer knowledge of proximate causes, that some knowledge of the 
whole can yet leave knowledge of the parts very vague; then 
pethaps the representatives of both these areas will come to realize 
that they may be able to learn something from each other. 

Further, the intellectual difficulty involved is compounded by 
another one, which may perhaps be called psychological. A good 
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deal of the difficulty of communication here spoken of can be re- 
duced to simple human resentment. Scholars are still human be- 
ings, and it would be asking too much to expect them to be above 
pride of place and above personal and professional jealousy, much 
of it distressingly petty. No one likes to have someone else tell 
him how to do his job; still less does he like having someone else 
tell him, and usually in no uncertain terms, that he really doesn’t 
have a job worth doing. No one likes to have it implied, still 
less to have it explicitly stated, that a merely common-sense ap- 
proach to his field is quite sufficient and that properly scientific 
method is required only in another field. Such attitudes breed 
personal antagonism; they turn what should be scholarly discus- 
sions into acrimonious disputes; and they add an emotional reason 
for the tighter closing of minds that, more than any others, should 
not be closed. On all sides, a little less personal pride and a little 
more personal consideration would do a good deal to remove ir- 
relevant but very real obstacles to understanding among repre- 
sentatives of various disciplines. 

A final point: The vice called intellectual pride seems to be an 
occupational hazard of those engaged in the intellectual life, a life 
to which all teachers are called by their very profession. Pride of 
intellect is a bad thing, but it is at least more defensible than pride 
of place, for it is pride in something essentially human. Those 
who devote considerable effort to eradicating intellectual pride 
would be well advised to attack the pride rather than the intellect. 
The distinction is not always made. 


The Practical Intellect: Art and Prudence 


The virtues of the practical intellect are art and prudence. Art 
is described by St. Thomas as recta ratio factibilinm, which may be 
rendered as correct reasoning about how to make things. Today 
we usually think of the term art as applicable to the fine arts, as 
we usually think of the term science as applicable to the natural 
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sciences. Art applies, however, to anything that men make, 
whether it is a painting, a table, a cake, a poem, or a reasoned 
argument. Whenever a person forms in his mind an idea which 
he intends to express in some medium, reasons about the steps to 
be taken, and then, normally, expresses the idea, he is using his 
intellect strengthened by the quality which is art. Like any other 
virtue, art is developed by repeated acts. Like any other virtue, 
art builds on already existing natural aptitudes, which will vary 
with the person possessing them. 

There are a number of possible ways of classifying the arts, 
though, as was mentioned above,’* exclusive reliance on any one 
of them seems to involve some degree of arbitrariness. In one 
classification 2° those arts are called “liberal” arts which guide the 
making of things by the mind, for the mind, and in the mind. 
Examples would be logic, grammar, composition, and, at least 
traditionally, such mathematical arts as arithmetic and geometry. 
In logic a process of reasoning such as a syllogism is constructed 
by the mind according to the rules of valid argumentation; its 
purpose is the knowledge to which it leads; and the whole con- 
struct remains within the intellect of the one who constructs it, and, 
if it is outwardly expressed, in the minds of those who follow it. 
In geometry a series of figures is constructed by the mind and 
their properties explored; the purpose of this construction is also 
the knowledge to which it leads; and the whole construct remains 
within the intellect of the one who constructs it and of those who 


* See p67: 

20 See Bernard I. Mullahy, C.S.C., “The Nature of the 
Liberal Arts,” The New Scholasticism, 23, 4 (October, 1949), 
361-386, espec. 384-386. For another study, see Benedict 
M. Ashley, O.P., The Arts of Learning and Communication 
(Dubuque: The Priory Press, 1958). See also Pierre H. Con- 
way, O.P., and Benedict M. Ashley, O.P., The Liberal Arts 
in St. Thomas Aquinas (Washington, D.C.: The Thomist 
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gtasp it intellectually (the drawings made of these figures on 
paper or blackboard are not mathematical entities but physical 
representations, never quite exact, which aid the intellect by en- 
listing the support of the imagination). 

In this same classification those arts are called “fine” arts 
which guide the making of things by the mind and for the mind, 
but not in the mind. Examples would be painting, sculpture, 
poetry, and the writing of novels and plays. A picture is painted 
according to an idea in the artist’s mind; its purpose is the com- 
munication of that idea to the viewer through, ordinarily, both 
his intellect and his sensibility; but its medium is something ex- 
ternal to both artist and viewer. And so with the others. Inci- 
dentally, it is being taken for granted here that the purpose of 
any work of art, as here referred to, is the purpose intrinsic to the 
work of art itself, not any extrinsic though laudable purpose of 
the artist, such as making a living through the sale of the work of 
art. 

Further, those arts are called “useful” arts which guide the 
making of things by the mind but neither for the mind nor in 
the mind. Examples would be the making of cakes, of guns, of 
automobiles, and of chairs. To make a chair, you must definitely 
know what you are doing, and order your actions according to a 
plan intellectually conceived; the purpose of the chair is that some- 
one may use it to sit in; and the medium in which your idea is 
expressed is a material one external to the mind. 

A good many of the arts overlap these divisions, at least in 
some of their expressions. Architecture is a useful art in that it 
leads to the construction of a building whose purpose is to shelter 
human beings; but it is also a fine art in that it aims at such a 
construction as will appear beautiful to those who see it. An auto- 
mobile is certainly constructed of physical materials for a quite 
utilitarian purpose; but a good deal of effort goes into designing 
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models whose appearance as well as mechanical performance will 
be pleasing. Again, music is in one sense a liberal art allied to 
mathematics, and in another sense it is a fine art. More will be 
said about the various arts in Chapter six, when their place in the 
work of different educational agencies will be considered. 

It should be pointed out that the perfection of the virtue of art 
lies in the thing made, not in the maker. A bad man may be a 
good poet; and to speak of a man as a good pickpocket makes 
sense. So a man may be a bad man and a good artist. And a 
good artist may ordain a well-made work of art to a personal end 
which is evil, as a witness at a trial may fabricate a false but con- 
vincing story that will convict the defendant, whom he hates, of 
a crime he has not committed. Further, a good artist may fear 
that what he is called upon to make will, of its very nature, or 
because of the probable intentions of those for whom he is to make 
it, be used for morally wrong ends; it is the consideration of such 
a possibility that worries more than one of the scientists and en- 
gineers engaged in work on atomic and hydrogen bombs. Situa- 
tions such as these involve the virtue of prudence as well as that 
of art, the virtue which is a moral as well as an intellectual one. 

Prudence is traditionally described as recta ratio agibilium, 
which may be rendered as correct reasoning about how to do things. 
Prudence is wisdom in the practical order. Unlike art, its per- 
fection lies not in the thing made but in the agent himself. Since 
every act of making something is also itself a human act, it is 
possible, as we have seen, to perform an act which is artistically 
good but morally bad, that is, imprudent. For a man to act 
prudently, he must first will the right end and must then reason 
successfully about what to do in order to achieve that end. Be- 
cause prudence presupposes the rectitude of the rational appetite, 
the will, it is a moral virtue; art does not require such rectitude. 
Because prudence also demands successful reasoning about the 
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means to an end, it is an intellectual virtue. The stages in the 
operation of prudence involve considering the various possible 
means to the intended end, judging that one of them is best, and 
directing that the right choice be made.” 

It is possible to be prudent in some particular respect without 
being prudent absolutely. A businessman, for example, may be 
able to weigh carefully the circumstances involved in his business 
activity and to reach sound decisions concerning what he should 
do to achieve the ends proper to his situation, and may yet be a 
man who habitually leads a bad life. The same may be said of 
a person in any occupation, so far as concerns the achievement of 
the limited ends of that occupation. A person is said to be prudent 
absolutely, however, when his will is fixed on attaining the final 
end of his life, and when he habitually reasons correctly about the 
means to that end and carries his decisions into practice.” 

Because both art and ptudence, the virtues of the practical 
intellect, concern the singular and contingent rather than the uni- 
versal and necessary order, they cannot inyolve the sort of demon- 
stration that is proper to science, and hence cannot be taught in 
the same demonstrative fashion. And because prudence is a 
moral as well as an intellectual virtue, involving the rectitude of 
the will, it cannot, strictly speaking, be taught at all. Neverthe- 
less, a great deal can be done, by all educational institutions, to 
promote the conditions in which the virtue of prudence is likely to 
be developed. What those institutions are, and what is the proper 
function of each, will be the theme of the next chapter. 


21 Cf, Vernon J. Bourke, Ethics (New York: The Mac- 
millan Company, 1951), PP. 235-241. 
2? See St. Thomas, Summa Theologiae, 1-I], 57, 3-5; 66, 
33 ILII, 47, 4; 169, 2,ad 4. See also John A. Oesterle, Ethics 
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1957), pp. 185- 
192. 
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QUESTIONS 


1. How does one inculcate such moral virtues as thoughtful- 
ness, gratitude, and respect for property? 

2. Which should be most emphasized: knowledge, attitudes, 
or skills? 

3. Has a student a moral obligation to develop his intelligence 
and increase his knowledge? 

4. Should the elementary school stress chiefly the development 
of memory and the secondary school the development of 
reasoning? How much reasoning can be expected from 
high school students? 

5. “The greatest contribution that procuring an education 
makes is the discipline you have to enforce on yourself.” 


Discuss. 
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The Aims and Agencies 
of Education 


EDUCATION AS A POTENTIAL WHOLE 


Education is something that happens to human persons, and only 
to them. It is the development of their powers—the actualizing 
of their potentialities—so that they may be something more than 
they were and, as a result, may do something more than they did. 
Good education is the development, in those powets capable of it, 
of intellectual and moral virtues; bad education is the development 
of intellectual and moral vices. Good education means the develop- 
ment of the ability to arrive at true rather than false historical 
judgments, to construct intelligible rather than unintelligible para- 
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graphs, to appreciate the beautiful rather than the ugly, to swim 
rather than to sink in the water, to will that justice rather than 
injustice prevail in human relationships, to love all men as equally 
children of God. Education is personal growth. Good education 
is growth in the direction demanded by the nature and the destiny 
of the human person. 

Reference has already been made, however, especially in Chap- 
ter two, to the fact that the term “education” has a number of 
meanings. Just as it is absolutely fundamental for those engaged 
in the process of education to know as much as possible about the 
nature and the destiny of the human persons whom they are edu- 
cating, so it is absolutely fundamental for them to know as much 
as possible about the different meanings of education and the 
relations of those meanings. Parents and professional teachers, 
for example, are both engaged in educating young people, and 
even the same young people; yet the educational work of parents 
is not the same as the educational work of teachers. A great deal 
of confusion arises from the failure to distinguish adequately the 
various meanings of education, the aims proper to education in 
each of its meanings, and the educational agencies engaged in 
pursuing those aims.* 

Education is a whole made up of parts, and its relation to its 
parts constitutes it as the kind of whole it is. In technical language, 
education is a potential whole rather than a universal or an 
integral whole. A universal whole is one which is present in 
each of its parts in its total essence and in its total power, as in the 
relation of genus to species. Thus “animal” is a universal whole 
of which man and horse are parts in the sense that each is essentially 
an animal and in the sense that the entire notion of animality 
functions or is exercised in both men and horses. At the other 


1 This point has been made by Willis D. Nutting, S chools 
and the Means of Education (Notre Dame, Ind.: Fides Pub- 
lishers Association, 1959) . 
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end of the scale is an integral whole, which is one that is not 
present in any of its parts either in its total essence or in its total 
power. Thus a house is an integral whole of which wall and roof 
are parts in such a way that neither one of them is a house and 
the notion of house is not exercised or realized in either one. Be- 
tween these two comes the potential whole, which is present in 
each of its parts according to its total essence but not according to 
its total power. Thus the human soul is a potential whole of 
which the nutritive and the sensitive powers are parts in the sense 
that the whole human soul is present in and functions in each 
part; on the other hand, the total power of the human soul does 
not function in the operation of each part; for example, the sensi- 
tive power does not function in the operation of nutrition and the 
intellectual power does not function in either nutrition or sensa- 
tion.? Another example of a potential whole would be that of 
political government in relation to its executive, legislative, and 
judicial powers. Each one of these parts is essentially govern- 
mental, each exists by the same authority as that by which the 
government as a whole exists, and to exercise any one of the func- 
tions is truly to govern, Yet the functions are not the same, and 
the notion of government is not exhausted in any one of them. 
These branches or parts represent different powers of the same 
potential whole which is government. 


Moral, Intellectual, and Physical Education 


Education is a whole made up of parts, and it will be important 
to see what kind of whole it is and what relation it has to its parts. 


2St, Thomas, Summa Theologiae, 1, 77, 1» adii.: GE 
ibid., I, 76, 8, c; I-II, 48, 1, c; III, go, 3, ¢. See Thomas C. 
Donlan, O.P., Theology and Education (Dubuque: Wm. C. 
Brown Co., 1952), pp. 12—13» for a clear analysis of the same 
text and its application to education. See also The Curriculum 


of a Catholic Liberal College (Notre Dame, Ind., 1953), 
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Since education is the development of human powers, the parts 
of education should, it would appear, correspond to the kinds of 
human power to be developed. There are many human powers, 
which it would seem possible to classify broadly as moral, in- 
tellectual, and physical. There are certainly important areas of 
human growth, such as the emotional and the social, which are 
not specifically included in this classification; yet perhaps they can 
be reduced to some combination of these three and considered as 
implicitly contained in them. For both emotional and social 
development, to take the examples mentioned, involve some appli- 
cation or other of each of the three basic types of human power: 
physical, intellectual, and moral. Emotional stability, for example, 
is promoted by such factors as good physical health, the intellectual 
habit of looking objectively at the realities outside oneself, and 
the humility needed to accept these realities as they are and not 
to try to use them simply as means to one’s individual ends. The 
social graces are likewise promoted by the feeling of confidence 
that comes with good health, by intellectual knowledge and ap- 
preciation of the indispensability of various societies for human 
life, and by the genuine respect and consideration for other people 
that ultimately lie behind good manners and civilized conduct. 
Basically, then, there seem to be three parts of that whole which 
is education, and such particular educational aims as, for example, 
mental health, the ability to get along with other people, and 
religious devotion, are so many combinations and applications of 
these three basic parts of education. Nevertheless, these last ex- 
amples and other educational aims ate sufficiently distinctive to 
be spoken of and treated separately even though they do not in 
themselves constitute fundamental parts of education. 

If the parts of education are physical, intellectual, and moral, 


Pp- 32-33; Vincent Edward Smith, The School Examined: 
Its Aim and Content (Milwaukee: The Bruce Publishing 


Company, 1960), pp. 269-271. 
82 


The aims and agencies of education 


what kind of whole do these constitute? It cannot be an integral 
whole, for each of these parts is itself cruly education, involving 
the development of human powers. Neither can it be a universal 
whole, related to its parts as genus to species, for the whole notion 
of education does not function, is not exercised, is not exhausted 
in each of these parts. Education is rather a potential whole, 
present in each of its parts according to its total essence but not 
according to its total power, related to its parts as the soul to its 
powers or the government to its branches. Each of the parts of 
education is truly education, as each of the branches of government 
is truly government. But to pass laws, to execute laws, and to 
judge in accordance with laws are not the same operation, and to 
confuse them does not do the cause of government any good. To 
educate morally, to educate intellectually, and to educate physically 
are not the same operation either, and to confuse them does not do 
the cause of education any good. 

The parts of education are related because the powers to be 
perfected by education are powers of the same human person. Yet 
the powers are distinct, and the person can grow and develop only 
through the growth of his powers. It is true that the whole man 
comes to school, as he comes anywhere else; but he cannot be 
educated as a whole. The whole man comes anywhere because he 
is one substance, and he could not come in any other way. Yet 
the man, while a substantial whole, is a whole composed of body 
and soul and exhibiting a good many distinct powers. It is only 
by way of perfecting his powers, of actualizing his potentialities, 
that he can develop and become more a man than he was. Such 
development, such growth, is precisely education. Since a man 
can grow only through the growth of his powers, and since his 
physical, intellectual, and moral powers are distinct, the parts 
of his education-will also be distinct. Once more, the whole man 
is to be educated; but he cannot be educated as a whole. 

Failure to grasp this fact leads to confusion among the various 
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agencies of education and the goals proper to each; especially, it 
leads in practice to asking the school to shoulder the whole burden 
of education, to the inevitable neglect of its proper work. For 
example: * 


Human improvement, the true end of education, is total im- 
provement. It cannot successfully concentrate on one phase 
of the life of the individual to the neglect of other phases, 
because human personality is a unitary thing which cannot 
be dissected and divided.... Therefore our physical health, 
our economic well-being, our social and civic relations, our 
cultural development, all are bound up in the most intimate 
manner with our moral and spiritual progress. To educate 
the child, consequently, means to promote his growth in all 
these spheres. To neglect any one of them means to stunt 


his growth in all. 

It would be convenient if each of the parts of education could 
be assigned to a particular educational agency which would then 
pursue its course and perform its function independently of the 
others. Unfortunately, the situation is not that simple. The 
home, for example, is interested in all three fundamental parts of 
education because of the relationship of parents to children; so 
also is the civil society, though for somewhat different reasons; 
and so also, and again for somewhat different reasons, is the Church. 
Further, because it is the whole man and not simply an intellect 
that comes to school, what he does and what he does not do in the 
school are bound to have some influence on his moral and physical 
as well as on his intellectual development. In spite of this double 
source of overlapping, however, education remains a potential 
whole, and it should be possible to distinguish various meanings of 


* Rt. Rev. George Johnson, “Education for Life,” in Sister 
Mary Joan, O.P., and Sister Mary Nona, O.P., Guiding 
Growth in Christian Social Living (Washington, D.C.: The 
Catholic University of America Press, 1946), vol. II, p. 4- 
Reprinted by permission. 
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the term and the specific aim of each of the principal agencies of 
education.* 


Four Meanings of Education 


The first and broadest meaning of the term education is that 
which equates it with growth induced by the total experience of 
a lifetime. This meaning of education is taken from the point of 
view of the learner, whether he learns by his own discovery or 
through the example or instruction of other people. The learner, 
of course, is the principal agent in any kind of education, for 
unless he does the learning there is no education going on. We do 
not, however, ordinarily speak of agencies of education in this 
sense, but rather reserve the term agencies for education looked at 
from the point of view of teaching, whether by institutions or by 
persons. We can, though, speak of an aim of education in this 
first sense of the term. And since this education is something 
that each of us is engaged in achieving throughout his life, its aim 
or goal will be the same as the ultimate aim or goal or end of 
human life, that is, the eternal vision of the essence of God. In 
this sense, education is life, and its end is the end of life. 

The other meanings commonly assigned to education are taken 
from the point of view of the teaching rather than of the learning 
ptocess. One of these, and the second meaning of the term, 
involves the work of societies other than the school in influencing 
their members and other persons. The principal educational 
agencies of this kind are the Church, the state, and the family. 
The Church is the supernatural society founded by God for the 
purpose of assisting men to reach their final end; the state can 
be taken as the civil society itself, a society natural to men in the 


4 A consideration of this topic and of most of those dealt 
with in the rest of this book will be found in Edward J. Power, 
Education for American Democracy (New York: McGraw- 
Hill Book Company, Inc., 1958) - 


85 


A philosophy of education 


sense that they need to unite with others so that all may have the 
conditions of a properly human life; the family or domestic society 
is natural to men in the sense that it supplies their most immediate 
vital needs. These are the three fundamental human societies, 
required by men for human living as no others are, and hence with 
rights and obligations in the field of education that no others have. 
There are, however, innumerable other societies that quite legiti- 
mately enter the field of education as they deliberately attempt to 
influence and to form the ideas and the attitudes of their members 
and of others. Examples would be labor unions and professional 
societies of all kinds, fraternal associations, veterans’ groups, and 
societies for the preservation or the abolition of everything imagi- 
nable. If education is the development, for good or for ill, of the 
moral, mental, or physical powers of human persons, then all 
these societies are engaged in education in the form of teaching 
so that their members and the others to whom they appeal may 
be engaged in education in the form of learning. 

A third meaning of the term education is usually reserved for 
the work of the school. This work can be distinguished from the 
educational efforts of other societies in that it is the sole function 
proper to that particular society, it is generally confined to the 
comparatively young, and it is carried on in a more formal and 
organized way. Schooling requires separate classification because 
of the ways in which the school differs as an educational agency 
from the family, the state, the Church, and other societies which 
are also interested in education. Nevertheless, though the school 
is different from these other societies and possesses its own auton- 
omy, it is related primarily to the family and secondarily to the 
Church and the state as their instrument in the overall education of 
persons.” 


5 It has been pointed out that in the encyclical Christian 
Education of Youth Pope Pius XI spoke of education in a 
much wider meaning than schooling. See Neil G. McClus- 
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The fourth and narrowest meaning of education is that which 
is applicable to the work of the classroom within the school, a work 
which, directly, is exclusively intellectual. It is true that the school 
exists ultimately for the classroom; yet that educational agency 
which is the school aims directly at the cultivation of its students’ 
moral and physical as well as intellectual powers. The classroom 
is narrower than the school in its educational aims and functions. 

Though other classifications could no doubt be justified, these 
four meanings of education, while related, seem sufficiently distinct 
to require separate enumeration and consideration. Their relation- 
ships are complex and difficult and will doubtless always remain so. 
Yet the greatest effort must constantly be made to clarify those 
relationships as completely as possible, for it is confusion about 
the different meanings of education that is at the bottom of most 
of the confusion about the functions proper to the various agencies 
of education and about the curriculum through which those func- 
tions should be carried out. 


VARIOUS EDUCATIONAL AGENCIES AND 
THE SPECIFIC TASK OF EACH 


As we saw eatlier, the first meaning of education is taken 
from the point of view of the learner and does not involve a con- 
sideration of any agency of education as such. Education in this 
sense is life; and each person must, in the last analysis, live his 
own life, learn his own lessons, and bring his personal adventure to 
a happy or to a tragic conclusion. 

With the second meaning of education we come to a con- 
sideration of the educational process from the point of view of 


key, S.J., Catholic Viewpoint on Education (Garden City, 
NY.: Hanover House, Doubleday & Company, Inc., 1959), 
pp- 70, 77-80; Donlan, op. cit., passim. 
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agencies other than the school. The first of these agencies which 
we shall consider is the Church. 


The Church 


Asa supernatural society, the Church has for the end of its 
educational work the salvation of its members. Through the 
normal channels of grace, such as the Mass and the sacraments, 
these members receive the infused, supernatural virtues which are 
one of the means of that salvation. With the same end in view, 
the Church, as the guardian and interpreter of the deposit of faith, 
teaches men what God has revealed about Himself and His crea- 
tion, and also teaches men how God wishes them to live in order 
to attain salvation. 

The Church performs each of these functions principally 
through Her priests and in church buildings. Yet She also founds 
and maintains schools in order, among other things, to continue 
to serve Her members in these ways. Mass and the sacraments 
will be more readily available to students of a day school built 
beside a parish church and to students of a residential school with 
chapels in the residence halls and priests available at all times than 
to students of a secular institution. Sacred doctrine—knowledge 
of what God has revealed—will be more thoroughly taught as a 
regular school subject than through a Sunday sermon or a diocesan 
weekly paper. This will apply both to the speculative and to the 
practical or moral branch of sacred doctrine. In addition, that 
intangible but very real thing which is a religious atmosphere is 
a powerful incentive to putting moral knowledge into practice and 
to living the sort of life that will lead to salvation. 

Negatively, the school can also assist in the work of salvation 
by sceing to it that its students are taught nothing that would be 
contrary to faith or harmful to morals. In connection with this 
last point, it is true that the school is an autonomous educational 
agency with its own end and its own means; yet this autonomy is 
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on the natural and the temporal level and should not be allowed to 
interfere with the student’s attaining his supernatural and eternal 
destiny. Since She is charged with assisting all men to reach 
salvation, the Church has the abstract right to protect all students 
from damage to their faith or morals. Concretely, however, the 
Church has the power to exercise this right only in those schools 
which She establishes and maintains. Censorship is a difficult, 
delicate, and dangerous business; it is also a necessary one. 

A final point, and one which will be enlarged on later: It 
may be that the ultimate reason why the Church encourages schools 
has to do, directly or indirectly, with Her task of leading men to 
their supernatural last end. Yet the school remains a school and 
not a church, a separate educational agency whose distinct and 
specific though not exclusive end is the enlargement of human 
knowledge and the cultivation of the human intellect. The teacher 
who regularly uses his class in social studies or biology or anything 
else for pious little homilies on Christian living is not advancing 
the work of the Church; he is rather confusing one educational 
agency with another to the detriment of both. He is also cheating 
the student, who paid someone’s money to be taught social studies 
or biology, not to be preached at. 


The State 


Unlike the Church, the state or civil society has a natural 
rather than a supernatural end: the temporal common good of 
all its members. In very general terms, the work of the govern- 
ment, which is the organ of the civil society, is to maintain the 
continuity of the political process and to provide external and 
internal security, peace, and order, within which conditions the 
citizens may live a truly human life in common. The end of the 
state is the common weal, and the attainment of any reasonable 
degree of the common weal depends, especially in a democracy, on 
the physical, moral, and intellectual qualities of the citizens. It 
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follows that the state has a right to require that, both in public 
and in private schools, definite efforts be made to develop these 
qualities in students so far as they affect the attainment of the end 
of the state. 

Thus it is that the civil authority, at whatever level it directs 
the work of schools, may require that a certain amount of physical 
education and health instruction be included at some place or 
places in the school curriculum. Since a healthy body of citizens 
is a national asset, the state may insist that the school—in which 
the future citizen spends so much of his time during most of his 
formative years—play some reasonable part in his physical develop- 
ment. Yet this does not mean that the state may, for example, 
force the school to become the organizing agent that dragoons its 
students into semimilitary organizations devoted to the whipping 
up of nationalistic fervor. For, in the first place, the school has 
a real if limited autonomy, with a nature and an end proper to it; 
ultimately the school is an intellectual institution, though it is also 
many other things. In the second place, the school is directly the 
auxiliary of the family, not of the state; the state establishes and 
supports schools to enable the educational responsibilities of the 
family to be carried out more successfully than they could be with- 
out that assistance. The family remains prior to the state in nature 
and probably in time; the government remains the servant and 
not the master of the people; and using the schools directly for its 
own ends is a usurpation by the state of an authority it does not 
possess.° 

For the same reasons, the state is rightly concerned about the 
moral development of its citizens, especially in a democracy, for 
a group of people who are overwhelmingly selfish and irresponsible 
will not succeed in governing themselves, Once more, the goal 


è On this subject, see Thomas Dubay, S.M., Philosophy 
of the State as Educator (Milwaukee: The Bruce Publishing 
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of the state is limited to the temporal common good; it is not 
charged with obtaining the eternal salvation of its members. This 
is why the law of the land is interested in the prevention of crime 
rather than of sin, in the establishment of order rather than of 
sanctity. As charged with securing the conditions of a good hu- 
man life, the state should, though with great caution, protect its 
members from such demoralizing influences as pornographic litera- 
ture. Positively, however, its efforts to inculcate virtue should be 
restricted to the natural level of the civil law. The state might 
reasonably require of the school that it do what it can, without 
violating any student’s conscience, to increase the virtue of patriot- 
ism in its students through such means as a daily pledge to the flag 
and a reading of the biographies of the nation’s heroes. For every 
nation has produced men of whom it can rightfully be proud; and 
when the school leads its students to know and to admire these 
men it is performing a legitimate and an important educational 
function. 

Something along this line is probably as far as the state should 
go in what it requires of the schools in the way of moral educa- 
tion. A totalitarian state, of course, teaches its own religious doc- 
trine and enforces its own morality, for it sees itself as the beginning 
and the end of human life. But a state which recognizes the 
dignity of its citizens and their human rights, especially the right 
to freedom of conscience—a state which does not claim to be the 
ultimate goal of human existence and the source of all truth and 
goodness—cannot itself espouse and teach any particular religious 
doctrine or a moral code based directly on such doctrine. Even 
apart from the fact of religious pluralism among its citizens, the 
very nature of the state as a temporal and natural society would 
preclude its teaching Lutheran or Methodist religious doctrine or 
enforcing Catholic or Jewish religious practice. 

When we speak of practice we are still in the moral order, in 
the order of doing, and are concerned principally with the moral 
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virtue of religion. When we speak of doctrine we are in the intel- 
lectual order, in the order of knowing, and are concerned principally 
with the intellectual virtue that we have been calling sacred doc- 
trine—a science which in its upper reaches is that wisdom which 
is theology. In the rest of this section we shall be considering the 
relation of the state to the school as an agency no longer of moral 
but of intellectual education. 

First, a word on the rights of the state and on the demands 
that it may reasonably make on the school intellectually. It may 
and indeed should keep a constant though reasonable pressure on 
all schools to maintain a high level of intellectual instruction. For 
the higher the general level of knowledge and of culture, the more 
successfully will any group of people govern themselves; an edu- 
cated citizenry is essential, at least to a democracy, though alone 
it is not enough. The state may also rightly require that schools 
provide instruction in certain particular subjects such as civics and 
national or state history, a knowledge of which is especially helpful 
in carrying out the duties of citizenship. Students need greater, 
though not exclusive, emphasis on the history of their own country 
for the simple reason that they are living in it; they are, however, 
entitled to have the history presented accurately, not as a form of 
nationalistic propaganda. 

Second, a word on the obligations of the state to the school 
as an agency of intellectual education. We have seen why the 
state, as a natural rather than a supernatural society, may not teach 
any particular religious doctrine or enforce any particular religious 
practice. Yet this fact does not entail the consequence that the 
state should ban religious instruction from publicly supported 
schools or that it should merely tolerate and not support religiously 
affiliated schools. For the school from which religious teaching 
is banned is in fact an irreligious school, teaching its students in- 
directly but powerfully that religious conviction is simply irrelevant 
to the studies pursued in the school. This statement is not meant 
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to reflect on the able and dedicated teachers in public schools, the 
example of whose devotion to their vocation acts as a powerful in- 
fluence for the development of moral virtue in their students. It 
is directed to the intellectual rather than the moral order. It means 
that we teach by what we exclude as well as by what we include, 
and that the exclusion of sacred doctrine from the course of studies 
says to the student that it does not belong in a course of studies, 
that it has no relevance to the intellectual life. The state cannot 
itself teach any religious doctrine or enforce any religious practice; 
yet neither can the state, especially a democratic one, afford to have 
its students irreligiously educated.? For the democratic ideal was, 


See Etienne Gilson, The Breakdown of Morals and 
Christian Education (pamphlet; Rochester, N.Y.: St. John 
Fisher College, 1960); Leo R. Ward, C.S.C., Religion in All 
the Schools (Notre Dame, Ind.: Fides Publishers, 1960). 
There seems to be a growing realization of the importance of 
and the need for some kind and degree of religious instruction 
within public education for those who wish it, especially with 
a view to the development of moral values. See, for example, 
A. L. Sebaly (ed.), Teacher Education and Religion (One- 
onta, N.Y.: The American Association of Colleges for Teacher 
Education, 1959) ; Training for Moral and Ethical Values and 
Citizenship Training (Detroit: Brady School, n.d.) ; Claude 
V. Courter, “Teaching of Moral and Spiritual Values in the 
Cincinnati Public Schools,” Religious Education, 51 (July- 
August, 1956), 271-2725 Erma Pixley, “A Brief Sketch of the 
Development of Moral and Spiritual Values in the Los Angeles 
City Schools,” ibid., 272-2753 Ellis Hartford, Moral Values 
in Public Education: Lessons from the Kentucky Experience 
(New York: Harper & Row, Publishers, 1958); Howard 
Hong (ed.), Integration in the Christian Liberal Arts Col- 
lege (Northfield, Minn.: St. Olaf College Press, 1956) , pP- 915 
Theodore Brameld, Education for the Emerging Age (New 
York: Harper & Row, Publishers, 1961), pp. 166-173. For 
historical material, see Neil Gerard McCluskey, S.J. Public 
Schools and Moral Education (New York: Columbia Uni- 
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historically, born of the Christian belief in a redeeming God and 
will die with that belief. If men are not children of God and 
have not an eternal destiny, then they are simply members of one 
more biological species engaged in the great game of survival; and 
there are no reasons beyond transitory sentimental ones why they 
should dedicate themselves to any cause, such as the political com- 
mon good, beyond their own gratifications. Neither is there any 
solid reason why the state should recognize anything resembling 
human rights in its citizens, now become its subjects, or regard 
them as anything but means to its own ends. 

And yet, disturbing as this prospect is, the ultimate reason 
why the state should foster instruction in sacred doctrine for those 
who wish it within both public and private education is not that 
such a coutse offers the best prospect for the survival of a free so- 
ciety, though it does. The ultimate reason is that the state has no 
right to do anything else. For, in establishing and maintaining 
a school system the state is not acting in its own name anc creating 
what is essentially a state agency. It is acting in the name of the 
third great educational society, the family, and is very reasonably 
acting as an auxiliary to the home in a task which belongs to the 
domestic society essentially but which the latter usually lacks the 
means to bring to anything like completion. 

On the natural level education is primarily the responsibility 
of the family simply because of the relation which exists, in fact, 
between parents and children. In cooperation with the creative 


versity Press, 1958); William Kailer Dunn, What Hap pened 
to Religious Education? (Baltimore: The Johns Hopkins Press, 
1958). For an inclusive survey and explanation of the place 
of the Catholic school in contemporary America, see Mc- 
Cluskey, Catholic Viewpoint on Education; Jerome G. Ker- 
win, Catholic Viewpoint on Church and State (Garden City, 
N.Y.: Hanover House, Doubleday & Company, Inc., 1960); 
chap. 4. 
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act of God, parents bring children into existence. Since that exist- 
ence is a human existence, it is primarily the responsibility of the 
parents to see to it that their children have the opportunity of be- 
coming as fully human as possible, of developing their powers— 
physical, mental, and moral—to the fullest possible extent. In 
brief, the education of their children is primarily the responsibility 
of parents. 

With responsibilities go rights. If someone is to be obligated 
to achieve a certain task, to reach a certain goal, he must obviously 
have access to the means of doing so. You cannot reasonably re- 
quire a man to travel 500 miles in a day and then insist that he 
walk; you cannot reasonably require a student to complete an 
assignment when he cannot possibly reach the books he needs. 
Neither can you reasonably require parents to educate their chil- 
dren—and the nature of the relationship demands that they edu- 
cate them—unless they have within their reach the means of doing 
so. It is the claim to access to these means which constitutes the 
parents’ right to direct the education of their children, And be- 
cause the relationship on which it is based is the natural relation- 
ship of parenthood, the parental right to educate children is a 
natural right. 

This fact means that the family is the first educating agency, 
in nature as well as in time, and that it has rights in the educational 
process that no other agency has given it and that, hence, no other 
agency may take from it. The government, for example, that 
would force its citizens to send their children to state schools ex- 
clusively would be violating the prior natural right of the parents 
to direct their children’s education. In the same way and for the 


8 There are educationists who seem unworried Hy such a 
prospect. See John L. Childs in Brand Blanshard (ed.), Edu- 
cation in the Age of Science (New York: Basic Books, Inc., 
Publishers, 1959), pp- 78-79. On the other hand: “The 


fundamental theory of liberty upon which all governments in 
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same reason, the church officials who would deny parents any effec- 
tive voice in decisions concerning the church-related school would 
be violating the same natural right. 

This fact does not, however, mean that the family is the only 
educational agency or that its rights are unlimited. A right is a 
claim on the means that will get you to an end that you do have; 
it is not a blank check to do as you please. The rights of parents 
in the education of their children is a right to educate them, not 
to fail to do so, and to educate them in truth and goodness, not in 
falsehood and vice. This is why the state quite reasonably im- 
poses a minimum school-leaving age, insists that certain intellectual 
standards be met in the schools, and, in extreme cases, takes chil- 
dren away from parents who are seriously neglecting their upbring- 
ing. This is why the Church quite reasonably insists that parents 
use every available means for their children’s education in religious 
doctrine and practice, though Her sanctions are of a different char- 
acter from those of the state. 

The school is an educational society in the natural order, not 
in the supernatural. Its end is intellectual development, not salva- 
tion. Any school, then—public or private, religiously affiliated 
or not—exists to aid parents in a part of the educational process 
that the parents cannot carry out as well themselves. Every school, 
precisely because it is a school, is directly an agent of the family, 
not of either the state or the church. Church-affiliated schools, 


this Union repose excludes any general powers of the State 
to standardize its children by forcing them to accept instruc- 
tion from public teachers only. The child is not the mere 
creature of the State; those who nurture him and direct his 
destiny have the right, coupled with the high duty, to recog- 
nize and prepare him for additional obligations.” Pierce v. 
Society of Sisters, 268 U.S. 510 (1925). To quote from the 
Pierce case (Mr. Justice McReynolds) on this point is not to 
quote selectively, for this position was not questioned in such 
later cases as Cochran, Everson, McCollum, and Zorach. 
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for example Catholic schools, exist for the same reason for which 
any schools exist, namely, for the transmission of knowledge and 
the development of the ability to use it and to gain more. For the 
believer, sacred doctrine is the most important knowledge that 
exists. Catholic sacred doctrine, from catechism to theology, would 
have to be taught, whether in a public ot in a Catholic school, 
under the auspices of Catholic ecclesiastical authorities, for sacred 
doctrine begins with an act of faith—a belief that certain data 
have been divinely tevealed—and its development as sacred doc- 
trine must be carried on under Church auspices to ensure that such 
development remains faithful to the original belief. But the de- 
velopment, as sacred doctrine, is an intellectual one, and finds its 
place in a school for the same reason that any other doctrine finds 
a place in a school. The Catholic school is still a school; it exists, 
directly, for the teaching of religious doctrine as intellectual knowl- 
edge, not for the developing of religious practice. The Church, 
like the state, establishes schools to assist parents in what is pri- 
marily their task. 

This is a doctrinal rather than a historical statement, a de- 
scription of what the situation ideally is or should be, not of what 
it historically has been or is. The American Catholic school, for 
example, has become what it is largely for religious reasons,” and 
the American public school has become what it is largely for social 
and political reasons. The statement made above attempts to 
prescind from historical circumstances. 

At first glance it would appear that the obligation of the state 
to the family would be ideally discharged by the provision for 
instruction in sacred doctrine by competent teachers within the 
public school system. For some parents this would be true. For 


9 See Leo R. Ward, New Life in Catholic Schools (St. 
Louis: B. Herder Book Co., 1958), P- 9 Cf. Edward J. 
Power, A History of Catholic Higher Education in the United 
States (Milwaukee: The Bruce Publishing Company, 1958). 
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other parents, however, it would not be true. Realizing that many 
studies, such as literature and history, give rise because of their 
very nature to problems having theological overtones, they might 
quite properly require that teachers of these subjects be competent, 
through some training in sacred doctrine as well as in the particular 
related subjects, to handle the problems involved. Realizing also 
that sacred doctrine is the only knowledge in the light of which 
all other knowledges can ultimately be integrated in the human 
mind—since God is the ultimate cause of all reality—they might 
quite properly require that, for strictly intellectual reasons, the 
teachers of their children be competent to make some attempt at 
drawing all particular knowledges, all arts and sciences, into that 
unity which is the beginning of speculative wisdom. On either 
count the state has the duty to maintain, on the same basis on 
which it maintains public schools for those who wish them, reli- 
giously affiliated schools for those who wish them. 

One standard objection to this position is that it would result 
in the destruction of the public school system and the bringing 
into being of innumerable schools serving innumerable splinter 
groups throughout the country. In view of the fact that many 
parents, for many reasons, prefer having their children educated 
in public schools, the first fear seems quite unfounded. So far as 
the second is concerned, the establishment of church-related schools 
would, of course, have to take into account the economic facts of 
life. It would be impossible to establish such schools except in 
circumstances in which a sufficient number of students of a particu- 
lar religious conviction made the project economically feasible. 
Because of their geographical location, some parents would inevita- 
bly have to be content with something less than what they con- 
sidered the ideal situation. 

Another standard objection is that church-related schools are 
divisive and undemocratic. They are certainly divisive, but so also 
are existing differences in color, in ethnic origin, in political afilia- 
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tions, in economic interests, in social standing, and in a hundred 
other thngs. These differences do not make it impossible for 
citizens to cooperate on the political level, to unite for the achieve- 
ment of the goals of a democratic society, while differing on other 
points. There can be unity without uniformity. Differences on 
other points are no danger to a democratic society but only to a 
totalitarian society, a society which sees the state as the end of hu- 
man existence. A pluralistic society, based on the conviction that 
e pluribus there can be unum, will not fear but will rather welcome 
as both a sign and a condition of liberty the existence within a po- 
litical unity of many differences of other kinds. The church-related 
school is not undemocratic; it is untotalitarian. 

To sum up: Parents have the primary obligation to educate 
their children and hence the primary right to choose the means of 
doing so. The state, like the Church, is in the field of school 
education primarily to help the family and is the educational agent 
of the family. Parents who wish instruction in sacred doctrine for 
their children should have the help of the state in this as in other 
forms of education. To provide this help is not to confuse Church 
and state, since the state acts for the family, not for the Church, 
and does not itself espouse any religious doctrine. To refuse this 
help is to deny to the parents who wish it the public assistance in 
education to which they have a right as citizens. 


The Home 


Within the home, however, the family carries out many edu- 
cational functions by and for itself. In the area of physical develop- 
ment the home has the task of providing such necessities as food, 
clothing, shelter, and medical care so that the child may become 
and remain as healthy as his basic constitution allows. Also under 
this heading would come instruction in such skills as getting into 
and out of overshoes and handling a toothbrush. Insistence on the 
regular observance of the practice of brushing teeth and getting 
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enough sleep would also involve the development of the moral 
virtue of obedience and a certain increase in intellectual knowledge. 
Once again, it is the same person who possesses many powers, and 
it is rare that an educational operation has an influence on the 
person through one power only. Almost always, and from the 
very nature of the situation, the whole man is being educated; yet 
it remains true that the powers through which he is educated are 
different powers and the virtues that perfect them are different vir- 
tues. 

Among those virtues that the home is charged with helping 
its members develop are the moral virtues, the nature of which was 
briefly discussed in the preceding chapter. Ultimately each of us 
must develop or fail to develop his own virtues; no one can be 
virtuous for us. Yet parents can do a great deal, because of their 
situation, to influence their children morally, and have a heavy 
obligation to do so. Again, only God can infuse supernatural 
vittues, and only the Church can offer Mass and dispense the sacra- 
ments that are the normal channels of grace. But parents can 
do a great deal to make their children open to the infusion of super- 
natural virtues by seeing to it, for example, that they assist at Mass 
and receive the sacraments regularly. They can also help their 
children develop the natural virtues, which are both good in them- 
selves and ordinarily the bases upon which the supernatural life 
of grace is built. Parental influence here is not absolutely deter- 
mining, for each human being remains free to make or mar himself; 
but it is probably stronger than any other influence. The means 
available are precept, backed by sanctions, and example, especially 
the latter. Through the use of these means parents exercise a tre- 
mendous influence over the likelihood of their children’s developing 
the virtues of justice—including that part of it which is religion— 
of loyalty, honesty, unselfishness, temperance, perseverance, and 
all those others that make what we call a man or woman of char- 
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acter and that are the indispensable means of achieving ultimate 
success in life. 

Closely related to these physical and moral parts of education 
is the matter of mental health and emotional stability. Physical 
health is an evident advantage here; some of the psychoses, at least, 
have a physiological origin, So, too, is a strong development of 
the moral virtues, through which the emotions may the better be 
brought under the control of the intellect and the will. The home 
can contribute perhaps more than any other educational agency to 
emotional stability. It can do so, first of all, through ensuring, 
so far as is possible, the physical health of the children. Further, 
in the home alone is there possible that intangible but very real 
atmosphere of warmth and trust and affection that makes children 
feel secure and wanted and a real part of a real society. As anyone 
knows who has more than casually visited an orphanage, children 
need love almost as much as they need food, and they cannot find 
that kind of love outside their own homes. If the family fails in 
this most important part of the task of developing human beings, 
the job will forever remain undone, for no other educational agency 
can do it. 

Along with love, however, parents will contribute to their 
children’s mental health by not spoiling them, by insisting on their 
fulfilling certain family responsibilities. For in this way, too, 
children are made to feel that they belong to the family group, and 
are given firsthand experience at contributing to as well as benefit- 
ing from the common good of a society which is a whole of which 
they are parts. The children whose parents spoil them, for whom 
family life is all take and no give, are robbed of the tremendous 
experience of sharing in the achievement of a common good— 
one of the most satisfying experiences that life offers. For these 
parents tell their children, through what they do, that everything 
and everyone exists as a means for the gratification of the chil- 
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dren’s desires. The children thus tend to acquire a distorted vision 
of reality, and to lose the ability to see things as they are, objectively, 
because they habitually see things only in relation to themselves, 
subjectively. The abrupt encounter with a reality that is other 
than their home education led them to expect may prove a severe 
emotional shock. Whatever degree of personal happiness is possi- 
ble in this world is achieved as a by-product of pursuing some other 
and greater good, or it is not achieved at all. Children to whom 
all is given and from whom nothing is required have no oppor- 
tunity of learning what it means to take into account the good 
of other people and to get their minds off themselves. They have 
little chance of achieving that maturity, based ultimately on hu- 
mility, that enables them to see reality as it is and to see their own 
rather small place in it. And without that maturity there is a 
constant and serious risk of the development of a warped personal- 
ity, the risk of a frenetic pursuit of personal happiness by ways 
that make its achievement impossible. This is not the road to emo- 
tional balance and mental health. 

Much the same factors enter into the development of the 
social graces, an area in which, again, the home is or should be the 
principal agent of education. A good deal of this kind of educa- 
tion involves the imparting of knowledge: which fork to use and 
what kind of invitation to send out. And this knowledge is not 
unimportant or trivial, for we are by nature social beings who can 
live properly human lives only in the society of others, and any- 
thing that makes that civil intercourse run more smoothly is a hu- 
man gain. Physical health, too, enters into this situation to some 
degree, in that it tends to impart a feeling of confidence that, if 
not overdone, contributes to ease of bearing and conduct. 

Basically, however, sociability is a matter of moral virtues, and 
especially of those that also contribute to emotional health. The 
gentleman is ultimately the charitable man and the just man and 
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the humble man, who respects other people’s rights and recognizes 
their human value and dignity as equal to his own. Here, too, 
the home is the first and probably the most important teacher. 
Spoiled and selfish children, centered almost entirely on them- 
selves, tend to lose the sense of the reality of other persons to the 
point at which they do not really care whether anyone else lives 
or dies, is happy or unhappy, except so far as they are themselves 
affected. They gradually become incapable of true friendship or 
of true love, of gratitude or loyalty ot affection. Wrapped in the 
awful loneliness of the selfish, they become incapable of true social 
life and hence of a truly human life. And in this area the hard 
surface polish of sophistication is not an adequate substitute. The 
externally correct but basically selfish man of the world is still a 
hollow man; a truly social life is impossible for him because he is 
unwilling to give to as well as to take from any society. The be- 
ginning of this fatal selfishness lies usually in the home, and one 
of the most important of the forms of education that the family 
can provide is the kind of example and discipline designed to im- 
press on children the reality of other people and to prepare them 
for a real part in social life. 

Intellectual education also begins in the home, but, perhaps 
more than any other, must be carried forward outside the home. 
Parents can teach small children a great deal by reading to them 
and telling them stories and by answering questions as carefully as 
possible. Most important of all, perhaps, they can try to arouse 
some sense of the wonder of creation and of the excitement of 
coming to know it. Later, whether or not they are themselves 
well educated in the formal sense, they can show a respect for 
learning and try to inculcate this attitude in their children. Most 
parents, however, have neither the time nor the technical com- 
petence to carry forward their children’s intellectual education. 
This is a job for professionals, and for professionals who spend 
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their whole time at it. Out of this need was born that institution 
which is the school.?® 


THE SCHOOL 


By the very nature of the situation, the school is an auxiliary 
of the home, called into being by parents to aid them in fulfilling 
one of their parental responsibilities. And regardless of who, in 
historical fact, founds and maintains a particular school or system 
of schools, the school remains an agent of the family, with the 
exception of such special schools as seminaries and national mili- 
tary colleges. In the ordinary school the Church and the state 
may quite reasonably insist on certain means being used to ensure 
the students’ education with a view to their membership in the city 
of God and the city of man. Yet these are features of the students’ 
education that their parents should have made a point of including 
anyway, and are merely the expression of these other educational 
agencies’ legitimate interest and rights in the development of hu- 
man beings who are also members of various societies. The school 
remains ultimately an auxiliary of the family, and, within such 
limits as those indicated above, is answerable to the family. 

The school, however, is not the family nor simply an extension 
of the family; it is another educational agency with a character 
and a limited but real autonomy of its own. As an agent of the 
family it acts in the interests of the family; but it acts on its own 
initiative and its own judgment in view precisely of the expert 
knowledge which led to its becoming such an agent. This situa- 
tion makes for a somewhat delicate relationship between the family 
and the school. Education is ultimately a responsibility of the 
parents, and they have a right to decide on the means to be em- 


10 For an analysis of the relation of the school to other 
educational agencies, see Arthur Bestor in Brand Blanshard 
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ployed. But once they employ that means which is the school, 
they must allow it to function as what it is and may not reasonably 
impose on it tasks for which, as an institution, it is not fitted. 
Though parents have the right to set broad policies in regard to the 
kind of education they want for their children, and do not at all 
sutrender or transfer their rights to the school, yet they must allow 
the professionals to do their professional work without undue 
hindrance or obstruction. 

Just where the line is to be drawn between these two educa- 
tional agencies is a matter requiring a great deal of tact and pru- 
dence, often more than is actually displayed. In general, it might 
be said that the parents may choose the type of school to which 
they wish to send their children (though this is not, in fact, always 
possible), may insist that they not be harmed morally or intellec- 
tually, but must leave the precise details such as length of class 
period and method of teaching to those who presumably know 
what they are doing. The somewhat shadowy nature of this di- 
viding line gives rise to inevitable and recurring tensions. Ten- 
sions, however, are a part of life, and one can learn to live with them. 
The unfortunate temptation is to try to climinate’the tension by 
eliminating one of the opposing factors. This is like eliminating 
either the warp or the woof; you also eliminate the cloth. Both 
parents and school administrators have been known to claim an 
inordinate degree of authority for themselves in an effort to elimi- 
nate the influence of the other, and hence eliminate the tension. 
They succeed in their attempt only at the expense of the educa- 
tional process. In this situation the one who really suffers is the 
student, for whose benefit the whole educational apparatus theo- 
retically exists. 


The Agency of Intellectual Education 


The school was instituted primarily to assist the family in its 
task of educating its children intellectually; it is basically an agency 
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of intellectual education, and exists for the sake of what goes on 
in its classrooms, laboratories, and libraries. This fact is some- 
times forgotten by those who have charge of certain extraclass 
activities and by administrators. The school play is supposed to 
be the natural expression of a study of the drama; it is not sup- 
posed to be a piece of year-end advertising achieved by demanding 
time from the participants that they should have spent in the 
classroom or doing homework. The same can be said of the piano 
recital, sometimes polished by having the students practice one 
piece for a month when they should have been learning music. 
And so of the yearbook, and a dozen other projects, each good 
as a natural by-product of intellectual instruction, but grossly waste- 
ful of student and teacher time and disruptive of school life when 
allowed to get out of hand and when regarded as the product rather 
than as the by-product. The basic fault, of course, does not lie 
with the teacher in charge of the project, for those who should know 
better mistakenly judge him and his work on the basis of such 
public presentations. As long as his recognition and advancement 
depend on the kind of show he can put on, then he is going to give 
most of his attention to putting on a show rather than to teaching. 
It is understandable that the public should tend to judge in this 
way; but it is neither understandable nor excusable that the ad- 
ministrators of schools, on whom depend the promotion and pay 
of teachers, should so forget the nature of what they are administer- 
ing as to judge in the same way. 

Another point that administrators could well keep in mind 
is that they exist to administer an institution which in turn exists 
for what goes on in the classroom. School policy and practice 
should always be set with a view to advancing intellectual instruc- 
tion, not with a view to the greater convenience of the adminis- 
tration, The exercise of power is necessary, but it is also somewhat 
dangerous, and has been known to give people ideas about them- 
selves. The Pope glories in the title of servant of the servants of 
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God; the statesman calls himself and acts the part of the public 
servant; the good school administrator will realize that he exists 
for the school and that the school exists ultimately for the intellec- 
tual instruction of its students, and he will try to keep the tail from 
wagging the dog. 

The development of the intellectual virtues in its students is 
the specific reason for which the school exists; it is this goal which 
makes the school the kind of thing it is. But it is not the only 
reason for which the school exists, since schooling inevitably in- 
volves the other parts of education as well. This is especially true 
of the residential school, in which students live as well as study, 
absent for fairly long periods from their homes and parishes. In 
such circumstances the school simply must make an effort to sub- 
stitute to some extent for both the home and the church, and 
accordingly it becomes directly involved in more parts of education 
than the intellectual. Even such a school, however, remains a 
school, and is ultimately to be justified on intellectual grounds. 
The more familiar day school is also, though to a smaller extent, 
involved directly in other kinds of education than the intellectual 
for the good reason that it is in a peculiarly advantageous position 
to supply the means of such development, and sometimes also for 
the reason that attention must be given to these other kinds of 
education before much can be done for the intellect. Yet all these 
other activities, proper as they are to the school, are not what speci- 
fies it as a school, and should not be allowed to interfere with the 
work of intellectual instruction. 


Athletics 


In the matter of the physical part of education, the residential 
school must evidently take over some of the work that is ordinarily 
done at home by prescribing reasonable hours of sleep, providing 
ready access to medical service, and so on. It should also supply 
what it can afford in the way of athletic equipment, for participa- 


107 


A philosophy of education 


tion in sports, whether organized or not, is a convenient and en- 
joyable means of getting needed exercise. Programs of intercol- 
legiate athletics cannot be justified on these grounds, for they 
provide exercise for only a small number of students; but the 
indirect benefits to the school in improved student morale and, on 
the college level, the added income, which any school can put to 
good use, would seem to justify such a program. The dangers 
of athleticism ate well known and are very real; but they are also 
avoidable. 

A day school has a less compelling reason to provide all its 
students with opportunities for sports, for they can presumably 
play in their own neighborhood after school hours. But high 
schools and even grade schools would seem to be acting reasonably 
in supporting interschool organized sports, chiefly, perhaps, for 
emotional rather than physical reasons. Again, school morale is 
usually helped, and school morale is not unimportant. Further, 
those who do succeed in making the various teams have the really 
healthy experience of success at something that not everyone suc- 
ceeds at, the experience of doing something well. ‘There is always 
the danger of a swelled head or twisted values, as well as of a 
swelled ankle or twisted knee, but there is probably some danger 
in almost any undertaking. It is, one hopes, more than nostalgia 
that makes school athletics look, on the whole, good. 

Physical education, again, is not the specific function of the 
school as a school; but even day schools on the elementary level 
should provide some facilities for physical exercise, because the 
neglect of this part of education during the whole of a school day 
would constitute a handicap that even after-school play could hardly 
make up. 


Moral Development 


Neither is moral education the specific function of the school 
as such; but for much the same reasons it cannot be left entirely 
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to the home and the church. Indeed, it is am infinitely greater 
loss to the student to have his moral and spiritual education neg- 
lected, for this kind of education pertains directly to his ultimate 
end. The church can directly reach its members for only a small 
part of their day or week; and even the home sends its children 
off to school for a considerable part of their waking hours. During 
this time the process of the student’s moral formation does not go 
into a temporary deep freeze; inevitably it continues, and the school 
that has charge of the student during those often-critical hours has 
the direct responsibility to see to it that such moral formation con- 
tinues along the lines of virtue rather than of vice." 

Negatively, each school should take the obvious precaution of 
carefully screening its applicants for teaching positions so as to 
exclude those whose known personal convictions or personal con- 
duct would be likely to do moral damage to students. Concerning 
conduct, the relics of puritanism in our society are perhaps likely 
to make the demands unreasonable, rather than the opposite. A 
teacher’s real devotion to his work need not preclude his being 
allowed to breathe a little on his own time, and even a mild addic- 
tion to stogies, bourbon, and poker should hardly be equated with 
corrupting the morals of the youth. If it is so equated, the teacher 
concerned would be well advised to move to a neighborhood some 
distance from the school in which he teaches. Concerning con- 
victions, the situation is more difficult. A religiously affiliated 
school could not be expected to condone teaching calculated to 
undermine the very religious beliefs and practices which it was 
officially encouraging. For example, a teacher who, in his course 
on the family, came out strongly in favor of divorce and artificial 
birth control could not reasonably expect to hold a position in a 


11 See Jacques Maritain, “Moral Education,’ A College 
Goes to School (Notre Dame, Ind.: St. Maty’s College, 1945) 
pp- 3-25; Mortimer J. Adler, “Character and Intelligence,” 
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Catholic school. In secular schools, however, the question of 
academic freedom is more complicated. Finally, schools have the 
responsibility of so supervising their extraclass activities that no 
moral damage is likely to result for the students. 

Positively, the school with the heaviest obligation for the moral 
development of its students will be the religiously affiliated residen- 
tial school, which to a considerable extent will have to substitute 
for both the home and the church. A Catholic school of this sort, 
for example, could reasonably be expected to make available to its 
students opportunities for daily assistance at Mass and regular 
reception of the sacraments, at least one retreat or mission a year, 
membership in at least some Catholic Action groups, such special 
devotions as the October recitation of the rosary, and access to a 
priest at almost any time for the discussion of personal problems 
that have spiritual implications. In fact, the Catholic residential 
school often supplies opportunities for moral and spiritual develop- 
ment that make it, in that respect, a more-than-adequate substitute 
for home and parish. 

The day school need do less because it does not have to sub- 
stitute for these other educational agencies. But it can assist them 
greatly in their work through close cooperation. The parish grade 
school, for example, physically close to the parish church, is able 
to arrange for daily Mass for its students, regular confessions in the 
church, preparation for sacraments, and many other religious prac- 
tices. Such a school can cooperate with the home (and sometimes, 
unfortunately, must substitute for it) in seeing to it that the stu- 
dents know the standard prayers and recite them daily. On the 
level of high school and college it should be possible to leave a great 
deal more to the individual student, who by this time has presuma- 
bly made some progress in the development of the moral virtues 
and in the practice of his religious duties. 

Both the residential and the day school can do a great deal for 
the moral education of their students by the provision of a religious 
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atmosphere. The crucifix on the wall, the prayer at the beginning 
of class, the religious garb of at least some of the teachers, the fre- 
quent and matter-of-fact references to God and the life of grace— 
all these and other factors are calculated to increase in the student 
the moral virtues and especially that of religion. The atmosphere 
that surrounds us is imperceptible except upon reflection; but it is 
one of the most powerful of all influences on our moral convictions 
and our sense of values. 

Because of the variety of religious beliefs represented among its 
student body, the public school cannot directly concern itself with 
the virtue of religion or with religious practices. As indicated 
above, however," this does not mean that the public school need 
be irreligious in the sense of forbidding any religious instruction 
under its auspices. Still less does it mean—and this fact, unlike 
the preceding one, is almost universally recognized—that the pub- 
licly supported school should entirely neglect the moral develop- 
ment of its students. On the purely natural level this school 
ordinarily and quite properly does a great deal to develop in its 
students such virtues as patriotism, industry, honesty, perseverance, 
concern for the good of others, and many more. The nobility of 
the teacher’s task is that he isa maker of men and not just of things; 
and most teachers are as anxious to make men morally better as to 
make them intellectually better. Character as well as knowledge 
is ordinarily taken for granted as a goal of the school. 

Traditionally, there are two ways of influencing people to 
develop moral virtues—precept and example. Of these it is likely 
that the latter is the more effective. Children tend to imitate what 
they see their elders doing rather than what they hear them saying. 
And students of all ages are likely to be influenced much more 
than is generally realized by the policies and the practices of the 
school which they attend. Indeed, students, being young, are 
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prone to be impatient with and critical of authority and official- 
dom, and are likely to be unduly critical of whatever their school 
does, All the more reason for the school to be doubly careful 
of its conduct so that it may not only be above reproach in its 
practices but may be so obviously above reproach that it is an 
example for good even to those who are looking for the worst. The 
school which, however good its intentions, is careless in this re- 
spect, is teaching its students that moral virtue is for the classroom 
rather than for the world, for the child rather than for the adult, 
for the word rather than for the deed. 

The basic moral lesson that the student draws from his school’s 
general conduct is that of honesty or dishonesty. The school which 
is, as its policies and practices indicate, devoted to reality before 
appearance, to substance before shadow, to performance before 
reputation—this school is giving its students a shining example 
of the exercise of moral virtue in the midst of all the stresses and 
strains of the workaday world into which they are going. The 
school that quietly does its job instead of talking about it, the 
school that is truly devoted to scholarship and not just to the 
reputation for scholarship, the school that is still a school and not 
a business—this school will not only do superbly well the intel- 
lectual work proper to a school, but will also set before its observant 
students a shining example of integrity and of devotion to duty 
and of basic honesty that will serve to counteract the general influ- 
ence of a world that is indeed worldly. 


Mental Health 


What the school can and should do in the way of promoting 
emotional stability and mental health in its students will probably 
depend on the situation of the school in question—its size, the 
age of its students, and whether it is a residential or a day school. 
In general, schools will probably do most for their students’ emo- 
tional stability by providing a reasonable balance of academic, 
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athletic, and social activities, with the emphasis on the first to 
such an extent that students will not have time to worry too much 
about events in the other two. Yet personal problems do arise, 
especially for students of high school and college age, and the 
school may not simply ignore them. One reason it may not do 
so is that students with emotional difficulties cannot concentrate 
on the primary work of the school. But beyond this the school, 
without going overboard and confusing itself with a clinic, can 
usefully supplement the work of the home in this area. 

For countless years the older and more experienced have been 
giving counsel and guidance to the younger and less experienced. 
Among these have been teachers, whose work brings them into 
daily and intimate contact with younger people. This sort of 
guidance, of course, is needed by all young people, and not only 
by those who are disturbed by special difficulties. Yet even these 
have frequently been helped by teachers whose understanding, 
kindness, and prudence have eased many an emotional problem. 
Specialization, however, has advantages in this field as in most 
others, and schools which can afford it, at least on the secondary 
and college level, would be well advised to secure the services of 
one or more such specialists. Unfortunately, some of the most 
important of the qualities of a counselor, such as kindness, patience, 
and prudence, are moral qualities that cannot be directly taught or 
learned in a school; there is no such thing as specialization in these 
areas, Yet there is such a thing as specialization in the intellectual 
knowledge needed for guidance and counseling. School authorities 
can do little more than choose someone for this important task on 
the basis of respectable training in this field plus what appear to be 
the moral qualities also demanded. Experience and observation 
should gradually indicate whether this estimate of the person con- 
cerned has been accurate. 

When a student appears with a problem that seems to be 
deeper in its causes and circumstances than appears at the conscious 
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level, the teacher or the counselor will be well advised to urge the 
student and his parents to seek competent medical assistance. Un- 
fortunately, the feld of psychiatry is still a young one within the 
wider area of medicine and is even more susceptible than most 
other areas to differences in both theory and practice. Indeed, 
it is not unknown for psychiatrists, perhaps those especially who 
lean heavily on a Continental background, to put ideas, and dam- 
aging ideas, into the conscious mind of their patient while actually 
trying to draw out what is in the patient’s unconscious mind. The 
results are certainly damaging to the very mental health that the 
psychiatrist is trying to improve and may be morally damaging 
as well. In the face of such an uncertain situation it is not enough 
for the school or the family to call on any psychiatrist who hap- 
pens to be geographically near at hand; it is also necessary to exer- 
cise a good deal more caution than would be needed before calling 
in a general practitioner. Perhaps the advice of the family’s per- 
sonal physician would be helpful. For the Catholic school or the 
Catholic family it might be well to seek out a psychiatric hospital 
operated under Catholic auspices, or to ask for a suggestion from 
any local Catholic hospital. Such recommendation would at least 
make unlikely the possibility of definite damage being done the 
patient through well-intentioned but disastrous therapy based on 
an inadequate view of human nature.'® 


Social Activities 


The school also has a certain responsibility for the social de- 
velopment of its students. Part of this development will come 
from the very nature of the situation, from the association of many 


18 For suggestions concerning this and related situations, 
see George Hagmaier, C.S.P., and Robert W. Gleason, S.J., 
Counselling the Catholic: Modern Techniques and Emotional 
Conflicts (New York: Sheed & Ward, Inc., 1959) > nes 
chaps. 8 and 13. See also Charles Arthur Curran, Counseling 
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students in one place for one general purpose. Over and above 
this the school can and should do something positive to assist the 
home in this sort of education. The school can help by demand- 
ing civilized dress and behavior from its students. It can also 
help by promoting, within the limits imposed by its primary 
dedication to intellectual education, clubs and social events that 
will get students used to working together for the achievement 
of a limited but real common good. For school is more than books, 
though it is principally books, and school days should contain more 
than study, though they should contain principally study. Before 
the years bring adult responsibilities there should be some room 
for fun, for enjoyment in the company of other carefree youngsters, 
for the stuff that memories ate made of. Social activities must not 
be allowed to run away with the school; but they do have a place. 


THE CLASSROOM 


Because it is an educational auxiliary of the family and because 
it has charge of the student for so many of his waking hours, the 
school must to some extent be directly concerned with all the parts 
of that potential whole which is education, just as the home itself 
must be. But among these parts there is one that specifies the 
school, that makes it what it is, that marks it off from the home 
and the church and any other educational agency. The specific 
goal of the school is the development of the intellectual virtues in 
its students; it is this end which constitutes it as a school and not 
as something else. The unity of a society is not a substantial 
unity, but rather a unity of order, of the order of its parts to the 
same end and, as a result, to each other. It is, then, the common 
end or the common good which specifies each society, which makes 
it the kind of society it is. In this order the final cause is also 


in Catholic Life and Education (New York: The Macmillan 
Company, 1952). 
115 


A philosophy of education 


the formal cause. What specifies that society which is the school 
is also its end or goal, the achievement of the intellectual part of 
education. 


Education in Its Fourth Meaning 


Other educational agencies also teach, but they do so in a 
different context. The church, the state, the family, and other 
societies engage in some form of instruction as one of their ordinary 
functions and not as a mere incidental. Yet this function cannot 
be said to specify them, to constitute the goal for whose achieve- 
ment they exist. It does, however, specify the school as the kind 
of society it is. The intellectual development of its students is 
not the only aim of the school; but it is the aim for which the school 
as an institution was brought into being and whose pursuit explains 
and justifies its continued existence. And because the formal 
means by which the school carries on intellectual instruction is 
classroom teaching, the heart of the school will be the classrcom, 
with the library and the laboratory as extensions. 

The business of the teacher in the classroom is to teach, and 
to teach the subject matter that is supposed to be taught at that 
time. The three indispensable qualifications of any teacher are 
a knowledge of the subject to be taught, a knowledge of how to 
teach it, and the desire to teach. With these qualifications, and 
with a subject matter that presumably has some intellectual con- 
tent, the one job that the teacher directly has in the classroom is to 
teach. Education in its fourth meaning is his task, and if the 
teacher and the classroom fail in this task there is no other educa- 
tional agency to fill the gap; the job of teaching will then simply 
not be done. 

It is a question of relating ends and means, whole and parts. 
Education, again, is a whole made up of potential parts, each of 
which is truly education but is not the whole of education. The 
classroom is the classroom; it is not the home or the church or the 
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state or the whole school, and if it attempts to take over the work 
of these other educational agencies it will succeed only in confusing 
the issue and failing to do the work which it alone is capable of 
doing. Schooling is not the only part of education, and, consider- 
ing the final end of men, it is not the most important part. But 
it is a real part, and it makes its own demands. The intellectual 
virtues are not the only virtues, and, in ways, not the most im- 
portant virtues. But they are virtues, and they perfect a power; 
if they are not developed, that power which is the intellect will 
not be perfected. As we have seen,” there are ways in which the 
intellectual virtues can be said to be superior to the moral virtues 
and other ways in which the moral virtues can be said to be supe- 
rior to the intellectual virtues. Yet even looked at in the second 
way, as inferior to the moral virtues, the intellectual virtues are 
still real and are still qualities perfecting the power by which man 
is first said to be made to the image of God. 

Why are these qualities worth developing? On the natural 
level, simply because it is better to know than not to know, to be 
able to think than not to be able to think. Knowledge, as New- 
man put it for all time, is its own end, worth having for what it is. 
The man who knows is, in that respect, a better—because a fuller 
and more human—man than the man who does not know. An 
end may be a real end without being the absolutely ultimate end, 
and it may be an end which is more than simply a means to a fur- 
ther end. To be physically healthy is a good thing, and we ask 
the physician to keep us in good health rather than to guide us to 
our eternal destiny. To play games well is a good thing, and we 
ask the football coach to teach his charges to block and tackle. To 
know is also a good thing, and teachers have the job of bringing 
their students to learn and to keep on learning. If the intellectual 
part of education is not important enough to do, we should close 


14 See in Chapter three the section on Intellectual Virtues. 
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the schools and leave education to the other agencies. If it is im- 
portant enough to do, we should devote classroom teaching to that 
end, and, directly, to no other. The teacher whose real ambition 
is to be a missionary should join the mission band, not clutter 
up the classroom. 

This is not to say that the teacher’s sole and exclusive job is 
intellectual; in the very nature of the case it could not be. For 
example, his personality and his attitudes will inevitably have a 
powerful moral influence on his students. What it does mean is 
that what he consciously and directly does should be either intel- 
lectual instruction or something that will make intellectual instruc- 
tion possible. When children come to school without enough 
food or enough clothes they are in no condition to learn successfully, 
and the teacher will have to take whatever steps are possible to see 
to it that the situation is improved. The same will hold for stu- 
dents who have teal emotional problems or physical handicaps. 
Where any means exist for the removal of these conditions the 
teacher should see to it that the means are used. As a human 
being the teacher is interested in his students’ welfare simply be- 
cause they are other persons, and persons with whom he has a 
certain relationship; but strictly as a teacher he is interested in his 
students’ welfare because it affects their ability to learn. Outside 
the classroom the teacher may function as unofficial but often very 
successful counselor, and may be guide, philosopher, and friend; 
inside the classroom he is not counselor but teacher, aiming directly 
at intellectual instruction and at nothing else.’ 

If someone is asked to do a certain job, it is only reasonable for 
him to suppose that he will be given a chance to get it done. If 
a teacher’s job in the classroom is to teach, he should not have to 
waste time and energy selling chocolate milk, collecting money 
for the adoption of pagan babies, or balancing accounts after the 


15 On these points, sce also Smith, op. cit., pp. 33-38. 
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sale of Christmas cards. Chocolate milk is a good thing for chil- 
dren, but if their parents want them to have it during school hours, 
the parents should arrange for one of their number to be on hand 
to carty out the arrangements that make it possible. It is better 
for pagan babies to be baptized and to be reared as Christians than 
for them to remain pagan, but the arithmetic period is supposed 
to be devoted to arithmetic, not to pagan babies. It is necessary 
for such schools as parochial schools, unjustly denied any share of 
the school taxes that the members of the parish pay, to have re- 
course to such projects as the sale of Christmas cards to raise money 
for library books and maps and other teaching aids. But it should 
not be necessary to burden the individual teacher with the task of 
keeping the books for the operation or to steal time from his proper 
task of academic instruction. Directly, the classroom has only 
one reason for existence, and in that respect it is unique among 
the agencies of education. It remains, of course, part of the school, 
and a convenient unit for the carrying forward of certain school 
activities which transcend the classroom; it was for such situations, 
however, that the home-room period was invented, and the situa- 
tions should be confined to that period, at least as far as is humanly 
possible,*® 


The Moral Influence of Competent Teaching 


Mention was made earlier of the moral influence of the teacher 
on his students. Such influence is inevitable, simply from the 
impact of one personality on another. But it remains true that the 


16 For a set of directives designed by a diocesan superin- 
tendent of schools to cope with this situation, see Our Sunday 
Visitor, The Fort Wayne Diocesan Edition (September 7, 
1958), p. 1 A. Cf. Our Sunday Visitor, Fort Wayne—South 
Bend Diocesan Edition (September 3, 1961), p+ 3 A. For 
criteria useful in judging the appropriateness of these activities, 
see Harold C. Hand, Principles of Public Secondary Educa- 
tion (New York: Harcourt, Brace & World, Inc., 1958), p- 27- 
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function of the classroom teacher precisely as such is to teach, and 
to let the moral influence look after itself. Experience says that his 
moral influence will be greatest and best if he does exactly that and 
sticks to his business. One of the greatest contributions that his 
students can make to society after they leave school is to do thor- 
oughly, competently, and conscientiously the work that it is given 
to them todo. The daily example of a teacher who does exactly 
that is one of the most powerful and one of the most needed moral 
influences to which they can be subject. The teacher who gives 
an immediate example of justice by teaching arithmetic in the 
arithmetic period, and by teaching it with the competence that 
comes only from adequate preparation, is doing far more for the 
students’ moral life than he could by exhortation. In the moral 
order, example is much more efficacious than precept. Personally, 
I have always been somewhat suspicious of teachers who were re- 
puted to inspire their students. A legitimate question is, “Inspire 
them to what?” The word originally, we are told, had something 
to do with breath, and in practice it often stays quite close to its 
original meaning, largely because it does not demand the labor of 
preparation. The only inspiration at which a classroom teacher 
should aim is inspiration to learn; the only love which he is sup- 
posed to be developing is love of learning. And he cannot possibly 
develop that love in others if he does not have it himself. 

The teacher can do a great deal for the moral formation of his 
students, and he can do it best by paying no direct attention to it. 
Morally speaking, we teach by what we are and by what we do— 
and by what we really are, not by what we unsuccessfully try to 
kid other people into thinking we are. That teacher will best de- 
velop honesty in his students who is himself honest and simple 
and unpretentious, who grades papers with strict impartiality, who 
stands not on his dignity but on his performance. That teacher 
will best develop responsibility and conscientiousness in his stu- 
dents who is himself responsible and conscientious, who carefully 
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prepares his classes and takes his job seriously, who gives his stu- 
dents teaching rather than preaching. That teacher will best in- 
spire his students to a respect for and love of learning who himself 
respects and loves learning and regards continuous study as a nor- 
mal way of life. As a well-intentioned human being, any teacher 
wants not only to teach his students intellectually but to influence 
them morally as well, to make them better all-round persons. He 
will do so by not trying to do it; he will do so by going into the 
classroom and doing his job to the very best of his ability, thor- 
oughly and with professional competence. In justice, he owes his 
students nothing less. 


QUESTIONS 


1. What is the purpose of the school—to teach, to adjust 
students to society, to counsel, to provide friendly sur- 
roundings? 

2. Should a Catholic school compel attendance at daily Mass? 

3. Should the school attempt to educate the whole man? 
Should it do what other agencies fail to do? 

4. What is the place of the school in such activities as selling 
milk, collecting money for hot lunches, taking pictures 
of the students, holding flower shows, running banking 
programs? 

5. Are teachers or parents primarily responsible for instilling 
Christian principles in the young? 

6. How can a teacher encourage use of the library? 

7. Should moral objectives be fitted into the teaching of 
Latin? Of any other subject? Why or why not? If 
so, how? 

8. What are some of the ways in which a day school can 
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IO. 


II. 


12. 


13. 


14. 


15. 


16. 


17: 
18. 


make up for deficiencies in a student’s home life? What 
are some of the ways in which it cannot? 


. Is the aim of education the person who thinks correctly 


or the person who acts correctly? 

In taking on religious and moral education, is the school 
usurping the function of the Church and of the home? 
How can high schools train their gifted students for 
leadership? 

In a conflict between parental authority and school au- 
thority, which should take precedence? 

How democratic or how authoritarian should school 
administrators be in training inexperienced students for 
participation in student government? 

Which are more democratic, public or private schools? 
How can the school motivate its students to (a) study, 
(b) lead morally good lives? 

Has an accrediting agency a right to require that a school 
adopt any particular philosophy of education? 

“The process and the goal of education are identical with 
one another.” Discuss. 

Is it a sound educational practice which forces students to 
receive a formal education? 
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ay, 


Two Further Aims 


CATHOLIC EDUCATION 


If the school exists ultimately because of the classroom, and if the 
function of the classroom is, directly, an exclusively intellectual 
one, it would appear at first sight that there is room for dividing 
schools according to intellectual but not according to any other 
differences, such as religious ones. Dividing schools into elemen- 
tary and secondary, for example, is based on differences in the age 
of the students and in their consequent learning ability; dividing 
schools into liberal and vocational or professional is based on dif- 
ferences in the interests of students and in their occupational inten- 
tions. But schools which are divided on the basis of religious dif- 
ferences among students would seem to be based on something 
irrelevant to the learning process. Why, if schools are what they 
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have been described here as being, should there be Catholic or 


Lutheran or Calvinist schools? 1 


Functions of the Church-related School 


One reason, of course, is that schools, even as here described, 
are not exclusively intellectual societies, though they are specifically 
so. The school is broader than the classroom, and has room in its 
wider scope of activities for more than intellectual development. 
True, the school is specifically an agency for the development of 
intellectual virtues; but it should aim directly, though secondarily, 
at mote than that. There is room in the work of the school, as 
we saw, for the development of the physical and the social and 
other abilities of the student, There is also room for the develop- 
ment of his spiritual consciousness and religious practices, by means 
which have already been mentioned. The Newman Club, for 
example, does noble work on the secular campus, but it cannot 
possibly provide an omnipresent Catholic atmosphere which, in 
every phase of the school’s activities, reminds the student silently 
but powerfully of the place of the supernatural in his life. This 
is not to say that Catholic students should not attend secular schools 
or that they will probably suffer spiritual damage if they do so. 
It is to say that, because the whole man comes to school, a student 
with religious convictions, say a Catholic, is more likely to deepen 
his spiritual life at a Catholic school simply because he is offered 
more opportunities to do so. 

The ultimate reason, however, for the existence of Catholic 


1 A detailed explanation of the benefits of Catholic schools 
is that of Neil G. McCluskey, S.J., Catholic Viewpoint on 
Education (Garden City, N.Y.: Hanover House, Doubleday 
& Company, Inc., 1959), pp. 89-96. See also John Courtney 
Murray, S.J., “The Christian Idea of Education,” The Chris- 
tian Idea of Education (New Haven, Conn.: Yale University 


Press, 1957), espec. pp. 155-160. 
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schools is not a moral but an intellectual one: It makes possible the 
teaching of sacred doctrine, of knowledge about God and about 
the created order in relation to God, of divine revelation and its 
implications.? Because of the religious differences among its stu- 
dents, a secular school cannot teach one particular interpretation 
of sacred doctrine.? Yet students who are not instructed in sacred 
doctrine lose the most important intellectual instruction that they 
could possibly get. I£ God exists, then this fact and its implica- 
tions are the most important knowledge there is, and will have a 
bearing on one’s understanding of all the rest of reality.* In its 


2See Leo R. Ward, C.S.C., Blueprint for a Catholic 
University (St. Louis: B. Herder Book Co., 1949), and “Idea 
of a Catholic University,” 4 College Goes to School (Notre 
Dame, Ind.: St. Mary’s College, 1945), pp- 29-443 Edmond 
Darvil Benard, “Theology as Pivotal: Newman’s View,” in 
Roy J. Deferrari (ed.), Integration in Catholic Colleges and 
Universities (Washington, D.C.: The Catholic University of 
America Press, 1950), pp- 40-65. 

3 What the secular college can and should do concerning 
the teaching of theology is argued in Gustave Weigel, “The 
College and the Dimensions of Reality,” Liberal Education, 45, 
1 (March, 1959), 44-53: See also John Courtney Murray, 
S.J., We Hold These Truths (New York: Sheed & Ward, 
Inc., 1960), pp. 134—139- For other views, see E. Earle 
Stibitz, “A Religious Point of View in Teaching the Liberal 
Arts,” Liberal Education, 45, 2 (May, 1959) » 249-262. Cf. 
Horton Smith, “The Interdepartmental Approach to Religious 
Studies,” Journal of Higher Education, 31, 2 (February, 1960) , 
61-68. It may be of interest to note that in 1960 a Canadian 
Jesuit was a visiting professor of theology at the University 
of Minnesota, and that in the same year one of his Toronto 
colleagues began a three-year appointment as associate professor 
of theology at the State University of Iowa, an institution 
which grants advanced degrees in religion; see The Jesuit 
Bulletin, Toronto (Ordination Issue, 1960), p. 28. 


4 “It is not too much to say that the immaturity, or it 
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upper reaches, in that science and wisdom which is theology, sacred 
doctrine is the habit of looking at the whole of the reality that one 
comes to know in its relation to God, the absolutely ultimate cause, 
and thus of understanding that reality in a way which would be 
impossible without such knowledge. In its lower reaches, sacred 
doctrine will be the knowledge of God that immature children are 
capable of, certainly neither science nor true wisdom, but at least 
the informational groundwork for them.5 

It is true that to be a mathematician or a physicist or an elec- 
trical engineer, one need not also be a theologian. But to be an 
educated man one need be, to whatever extent his maturity and 
ability make possible, a man versed in sacred doctrine. For there 
is an ultimate cause of reality, and whoever does not know the 
cause does not fully know the reality. Man, for instance, is not 
fully intelligible except as the child of God. At best, to know 
reality thus is to know it only partially, and to be conscious of the 
fact. At worst, it is to know reality only partially and to be un- 


a o MM 


might be better to say the incompleteness, of American cul- 
ture manifests itself at no point so clearly as it does when 
religious issues are under discussion. There are many reasons 
why this is so, but the principal one undoubtedly is that 
theology has been studied so far away from the main stream 
of university life. Quite without knowing it, we have agreed 
with Tito and Rákosi in banning religion to the rectory.” 
George N. Shuster in Brand Blanshard (ed.), Education in 
the Age of Science (New York: Basic Books, Inc., Publishers, 
1959), p. 40. Reprinted by permission. Cf. Jacques Mari- 
tain, “Thomist Views on Education,” in Nelson B. Henry 
(ed.), Modern Philosophies and Education, part I, 54th Year- 
book of the N.S.S.E. (Chicago: The University of Chicago 
Press, 1955), pp- 84-87. 

®See Vincent E. Smith, The School Examined: Its Aim 
and Content (Milwaukee: The Bruce Publishing Company, 
1960), pp. 284-285. 
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conscious of the fact, to suppose that one has the ultimate explana- 
tions which the human mind naturally seeks. The name of that 
mistake is positivism. Men must know things in relation to God 
if they are to know them as fully as they can. And in a school, 
an institution devoted specifically to knowledge and the intellectual 
virtues, simple faith is no longer good enough. Schools exist so 
that their students may come to know, and to know as fully and 
as deeply as possible. Catholic schools make possible the teaching 
of sacred doctrine at whatever level is appropriate to the maturity 
of the students concerned. It is this function, an intellectual func- 
tion and hence one proper to a school as such, that primarily justi- 
fies the existence of the Catholic school. The earlier reason given 
—moral and spiritual training and religious atmosphere—is suf- 
ficient alone to justify the Catholic school. Burt it is still secondary, 
in the school, to the development of intellectual virtue through the 
teaching of sacred doctrine. 

Very briefly, then, the argument runs thus: Schools exist pri- 
marily to impart knowledge; the highest knowledge that they can 
impart is knowledge of God, or sacred doctrine; the religiously 
affiliated school—for example, the Catholic school—is the best 
one to impart this knowledge, for theological knowledge begins 
in faith; therefore the religiously affiliated school is necessary for 
the fullest development of knowledge in its students. Primarily, 
Catholic schools exist for the teaching of sacred doctrine and of 
other disciplines in the light of sacred doctrine.’ 


The Sequel to Rising Costs 
There are other possibilities, but in the sense that half a loaf 
is a possibility. It may be that constantly rising costs of educa- 
tion will make the Catholic burden of supporting two full educa- 
8 Cf. John F. McCormick, S.J., Saint Thomas and the 


Life of Learning (Milwaukee: Marquette University Press, 
1937), espec. pp. 17-25. For much the same argument from 
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tional systems a financially impossible one. In that event some 
part of the Catholic educational system will be starved out of exist- 
ence, its students will enter the public school system, and members 
of religious communities will concentrate on teaching sacred doc- 
trine to these students on a released-time basis or outside regular 
school hours. Such a solution is better than no religious instruc- 
tion, but it makes most difficult the coordination of sacred doctrine 
with other subject matters in the mind of the student. Sacred 
doctrine is then something apart, something removed from the 
school and from the life of the intellect, something esoteric and 
perhaps somewhat meaningless, 

Whether the emphasis should be on the grade school or the 
high school in such a situation is a matter of debate.” Father Mc- 
Cluskey favors a concentration of limited resources on the junior 
and senior high school and the junior college, that is, grades 7 to 
14; Monsignor Casey favors withdrawing from the elementary 
field in favor of secondary and higher education; Monsignor Mc- 
Manus suggests that Catholic students, especially on the secondary 
level, pursue some of their studies in public and some in Catholic 
schools. 


a Protestant point of view, see Elton Trueblood, The Idea of 
Coe (New York: Harper & Row, Publishers, 1959), 
C. ap. 2. 

T See, for example, Z. T. Ralston, C.R., “Parochial Schools 
in the United States, Grade or High,” The Resurrection Bal- 
letin, 1, 3 (November, 1959), 11—12, Kitchener, Ontario; 
Neil G. McCluskey, S.J., “The Dinosaur and the Catholic 
School,” National Catholic Education Association, Bulletin, 
57, 1 (August, 1960), 232—238; Msgr. George W. Casey, in 
Driftwood, “The Elementary Grades,” The Pilot, 132, 32 
(Aug. 12, 1961), 4, Boston; Our Sunday Visitor, Fort Wayne- 
South Bend Diocesan Edition, 50, 45 (Mar. 11, 1962), 2, 
which summarizes the position of Msgr. William E. Mc- 
Manus, superintendent of education for the Archdiocese of 


Chicago. 
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Before the final and momentous decision is taken, it is to be 
hoped that those who make the decision will consult as many as 
possible of those who are teaching and not only administering in 
the grades concerned. Indeed, it would be criminal negligence 
not to do so, for the troops in the firing line know the facts of the 
situation by a direct experience that the brass cannot have. Their 
opinions should be carefully solicited and weighed, both because 
those opinions are informed and consequently indispensable for 
the making of an intelligent decision, and also because it is the 
teachers who will have to implement the decision in practice, and 
the degree to which they put their backs into the job will depend 
in no small part on the degree to which they have been consulted 
beforehand. Especially to be solicited are the experiences of those 
currently trying to teach sacred doctrine—with no school sanctions 
to back up anything like study assignments or even the require- 
ment of regular attendance—to Catholic students who attend pub- 
lic grade and high schools. Some of these experiences are eye- 
openers. 

It is being taken for granted that the teachers concerned will, 
in expressing their opinions and their reasons for them, keep 
primarily in mind the good of the students rather than the ad- 
vantage or convenience of the religious community to which they 
may belong. However humanly difficult, this detachment is also 
indispensable to a sound solution of the problem. 

What decision should finally be reached must wait upon such 
consultation and study, including the effect of diocesan centraliza- 
tion on religious teaching communities. The one decision which 
would be totally unacceptable would be to keep open only those 
Catholic schools whose student fees would pay their actual and 
rising costs of operation. If Catholic education is a good thing, 
it is a good thing for the poor as well as for the rich. It is a good 
thing whose costs should fall, not only upon the parents whose 
children are there at any given time, but upon the community as a 
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whole. But upon what community? Upon the parish? Upon 
the diocese? Upon the archdiocese? Upon the combined re- 
soutces of the national Catholic community? Father McCluskey 
compares the parish basis of organization to the dinosaur, and 
plumps for the diocese as the unit. Perhaps this organization is 
also somewhat less than the times require, and it might be possible 
to consider the national community or at least the archdiocese as a 
unit for this purpose. 

Whatever decision is finally arrived at will involve tremendous 
upheavals and tremendous investments, and will decide the general 
shape of American Catholic schooling for generations to come. It 
should not be reached either hastily or autocratically. 

Another solution, proposed for the college level of instruction, 
is to make sacred doctrine an optional subject in the secular school, 
taught to those students who elect it. There is as yet no agree- 
ment on whether the teacher of this subject should be himself an 
adherent of the interpretation of revelation that he is to teach. If 
he is not, it would appear that the course would be largely historical 
in character; if he is, it would appear that the course would be 
largely doctrinal in character. The latter would seem preferable, 
since the aim here is to teach sacred doctrine rather than to teach 
about sacred doctrine. But difficulties are evident. Would the 
teacher be a regular member of the faculty? If not, the same ques- 
tion of the coordination of this knowledge with other knowledges 
would arise, to the probable confusion of the student. If so, some- 
thing approaching a real solution of the problem of religious 
instruction on the college level would be at hand. Whether state 
legislatures would sce it that way is another question and, in this 
context, the crucial one. 

A workable answer to the problem, and a time-tested one, 
exists in the Canadian provinces west of Quebec. As developed 
in the University of Toronto, this arrangement applies to the under- 
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graduate Faculty of Arts and Science alone. Within this area 
there are four colleges, one nonsectarian, one United Church 
(largely Methodist in origin), one Anglican (Episcopalian), and 
one Catholic. The University alone grants degrees. Each college 
may teach and examine its students in sacred doctrine (there 
traditionally called religious knowledge), and the Catholic college 
may teach and examine its students in philosophy; the University 
accepts the examination results toward a degree in Arts and Sci- 
ence. Each college may also teach other subjects such as English, 
foreign languages, and some branches of history, but the Uni- 
versity as a whole conducts the final examination, which is the 
same for students in all four colleges. Other subjects are taught 
by the University to groups of students who are, for those classes, 
no longer distinguished by college. Sometimes a college will not 
teach a subject which it has the right to teach because it does not 
consider its staff strong enough in that area; sometimes a college 
will have a specialist in an area, and students from other colleges 
will attend his classes, especially in one of the honors courses. The 
arrangements are quite flexible and sometimes pretty complicated. 
But they do allow a student to get the advantages of both a small 
college and a large university, of both a religious education and the 
material aids to education that a tax-supported university can 
afford. The system works because the people concerned want it 
to work, because they understand the meaning of pluralism and do 
not confuse unity with uniformity, and because they believe that 
people with religious convictions should not therefore be treated as 


second-class citizens.* 


8 For checking the accuracy of the foregoing description, 
I am indebted to the Rev. John M. Kelly, C.S.B., President, 
St. Michael’s College, University of Toronto. For an analy- 
sis of the situation, see Edwin C. Garvey, “Pluralism in the 


University,” The Commonweal, 73, 18 (Jan. 27, 1961), 458- 
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Once more, it has been said above that the function which 
specifies a school is the development of the intellectual virtues, and 
that the function which specifies a Catholic school is the develop- 
ment of that intellectual virtue which is sacred doctrine. But it 
has also been said that, since the school is more than the classroom, 
it should aim directly, though not primarily, at the development 
of moral virtue in its students as well—at some degree of character 
training. Catholic schools can do this in conjunction with and 
in part by means of the fostering of religious practices such as 
assistance at Mass and reception of the sacraments. The secular 
school may and in practice does aim at the development in its 
students of the natural virtues—at the formation of character. By 
its very situation, however, it cannot officially deal with or attempt 
to prepare its students for the reception of the infused, supernatural 
virtues. The Catholic school cannot actually provide the channels 
of the supernatural life, for it is not the Church. It can, though, 
work in close association with the Church by providing oppor- 
tunities for the reception of supernatural grace and the development 
of the supernatural virtues that the secular school does not in fact 
provide. The very atmosphere of a Catholic school is a powerful 
influence in the direction of religious practice. In view of the 
absolutely ultimate nature of our supernatural last end, and in view 
of the moral and spiritual influence, for good or for ill, which a 
school in all its facets inevitably has on its students, this secondary 
reason for the existence of Catholic schools is, even taken by itself, 
quite sufficient to justify their existence. Again, the whole man 
comes to school, and that fact has educational implications. In- 
deed, what is at stake in moral and spiritual development is so 
important that some Catholic schools seem to regard this function 
as their primary one, to the detriment of their specific work. 


panes Wee EER DL Se ee ee ee 


462. See also Milton Lomask, “Saint Mike’s: Best of Two 
Worlds,” The Sign, 40, 9 (April, 1961), 41-43, 68-69. 
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EDUCATION FOR CITIZENSHIP 


Another educational aim to which special consideration should 
pethaps be given is that of education for citizenship, especially in 
view of the frequency with which it is spoken of as the primary 
aim of the school.® Certainly, a normal human life means a life 
lived in society, including political society; education for citizen- 
ship, then, is not only a worthy educational aim but an absolutely 
essential one. This does not necessarily mean, however, that it 
is the primary aim of the school. 

Before considering the aims of education, we tried to establish 
some conclusions concerning the nature of man, since before we 
can say what a man’s education should be we must first know 
what we are educating. We saw that a man is a human person, 
a free and rational being capable of knowledge and of love—through 


? See, for example, Frederick C. Gruber, “Editor’s Pref- 
ace,” Aspects of Value (Philadelphia: University of Pennsyl- 
vania Press, 1959), p. 13: “The American public schools are 
organized and maintained to promote our democratic way of 
life. Therefore, they cannot sidestep our most pressing prob- 
lems, nor can they be indifferent to the inculcation of moral 
and spiritual values.” Reprinted by permission. The present 
section is one possible commentary on the first statement. 
One could agree with the second statement while maintaining 
that children of school age are not as yet in a position to solve 
these problems or even to do much more than gi to grasp the 
fact of their existence. The last statement is oth true and 
important; it is also true and important, however, that the 
moral and spiritual values must first be the personal ones that 
make good men and, as a result and almost incidentally, make 
good citizens. To reverse the emphasis is to stunt the growth 
of both man and citizen. For a more detailed statement of 
Gruber’s position, see John L. Childs, “Value Conflicts and 
the Education of Our Young,” ibid., pp- 73-88. 
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the spiritual principle of his nature transcending the determined 
natural order, possessing an intrinsic liberty, having a destiny be- 
yond the temporal world—an independent whole and not merely 
a part of nature, an end and not merely a means. 

Precisely because of what he is, man is naturally a social 
animal. He tends to civil or political society because he is a man 
and because his nature demands this society for its fulfillment. It 
is true that society is natural to man because it satisfies his material 
needs through making possible the division of labor and because 
it satisfies his intellectual needs through making possible the office 
of teaching. But society is also natural to man because it allows 
greater scope for his specifically human powers of knowledge and 
love; it allows him to communicate his thoughts to his fellows and 
to express his natural generosity and love to them. Society exists 
to enable a man to give as well as to take, and thus to reach a fuller 
degree of human development. 

Society, then, is human society, erected by the free consent 
of human persons, and having as its aim the common good of its 
members, that is, the conditions of the good life through which 
they can most completely develop their human potentialities. A 
citizen, then, must first be a man before he can be a citizen, and 
the better man he is, the better citizen he will make. Jacques 
Maritain has said it well: 1° 


The essence of education does not consist in adapting a po- 
tential citizen to the conditions and interactions of social life, 
but first in making a man, and by this very fact in preparing 
a citizen. Not only is it nonsense to oppose education for 
the person and education for the commonwealth, but the latter 
supposes the former as a prerequisite, and in return the former 
is impossible without the latter, for one does not make a man 


Jacques Maritain, Education at the Crossroads (New 
Haven, Conn.: Yale University Press, 1943), p- 15- Re- 


printed by permission. 
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except in the bosom of social ties where there is an awaken- 
ing of civic understanding and civic virtues. 


Those schools which aim only or even first at making a citizen 
are motivated by a false view of the nature of man and of society; 
they are putting the cart before the horse.t4 Current events, 
group projects, and student congresses have a legitimate place in 
the activities of a school, but they should not be allowed to usurp 
the place in the curriculum of the traditional intellectual disciplines 
that develop the specifically human intellectual virtues. For, 
again, the student is a man first and a citizen afterwards; he is a 
citizen only because he is a man, An education that aims at 
making him first a fully developed man by stressing his intellectual 
and—largely outside the classroom—his moral growth will also 
make him a good citizen; an education that aims first at making 
him a citizen by stressing exclusively or even chiefly his social 
training will only stunt the growth of his human powers. It will 
tisk making him the slave of inhuman forces by regarding and 
training him as a being whose role is to adapt himself to his en- 
vironment rather than to form his environment by the free exer- 
cise of his human intellect and will. 

This leads to another and even more serious criticism of the 
conception of citizenship as the sole or the primary aim of schooling. 
This conception implies that man is a means and society his end; 
it denies, in effect if not in intention, the fundamental liberties of 
the human person and sees in him only a tool of the state. IE 
education is for citizenship, then the state of which the student is a 


1 Further, “To assume that ‘good citizens’ can be made 
to emerge from the schools as hot cross buns do from a bakery 
is to take a benign view indeed of human nature and the 
teaching profession.” George N. Shuster in Brand Blan- 
shard (ed.), Education in the Age of Science (New York: 
Basic Books, Inc., Publishers, and The American Academy 
of Arts and Sciences, 1959), p- 32- Reprinted by petmission. 
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citizen will quickly become the power that decides what type of 
education its citizens shall have. Education for citizenship will 
come in practice to mean education of the type that a particular 
state demands, a type subservient to its particular desires and 
lending itself to its particular aims. Consciously or unconsciously, 
education for citizenship implies the totalitarian conception of 
man and of the state, and, if allowed to become the sole aim or 
even the primary aim of school education, will lead inevitably to 
the totalitarian state. It is no exaggeration to say that, potentially, 
education for citizenship, in one of its meanings, is education for 
tyranny.’* And this conclusion holds even when the announced 
aim is education for democratic citizenship. 


Brameld: A Philosophy of Education-as-Politics 


An example can be found in the reconstructionism of Theodore 
Brameld. The good intentions lying behind this program are 
patent. Brameld wants what we all should want: a world in 
which the ordinary man may at last come into his own and really 
control his destiny, a world in which he may live at peace with 
other men, free from the threat of atomic annihilation. No man 
of good will could quarrel with these ends, or with one who so 
eloquently pleads for their realization. Yet one who is perfectly 
in agreement with Brameld about these goals may yet have two 
reservations about his program. The first concerns the means by 
which these ends may best be achieved. The second concerns 
the advisability of turning the schools into agencies whose primary 


task is the implementation of those very means about which the 
first question arises. 


As Brameld sees it: 13 


The social, political, and economic relations of this period... 
gravitate around two fundamental and related facts. The first 


12 Cf, Maritain, op. cit., pp. gg-r0r. 
13 Theodore Brameld, Ends and Means in Education: A 
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is the fact of an unstable and precarious economy, with its 
accompaniment of insecurity, inflation, its cycles of boom-and- 
bust. The second is the fact of national rivalry and hostility 
with their potential of atomic war. 


His answer to the first problem is the welfare state: ** 


This is the theory of the positive welfare state of public serv- 
ice as a much more urgent approach to our closely knit in- 
dustrial culture than the negative state of our laissez-faire 
past. The state, in other words, has a growing number of 
constructive duties to perform in behalf of popular well- 
being. ... 


His answer to the second problem is internationalism, involving the 
surrender of national sovereignty.’ 


In short, a theory of the state appropriate to the revolutionary 
conditions thrust upon us by the dubious alliance of eco- 
nomics, militarism, and natural science needs to embrace the 
coercive power of separate states by a still more coercive power 
—a supremely enforceable power over all states. 


A stable economy and international peace certainly constitute 
a consummation devoutly to be wished. Yet the battle against 
laissez faire was won long ago, and there are those who, from 
motives as unimpeachable as Brameld’s, consider that further strides 
into the welfare state will seriously endanger all our liberties. To 
hold that the good society is identical with the welfare state is to 
take a defensible position; but it is not at all to enunciate a self- 


Midcentury Appraisal (New York: Harper & Row, Publish- 
ets, 1950), p. 188. Reprinted by permission. 

14 Ibid., p. 65. Reprinted by permission. The same pas- 
sage appears in Theodore Brameld, Education for the Emerg- 
ing Age: Newer Ends and Stronger Means (New York: 
Harper & Row, Publishers, 1961), p. 85. 

18 Ends and Means in Education, pp. 64-65; Education 
for the Emerging Age, p. 85; cf. ibid., p. 140. 
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evident proposition. Again, one might agree that the identity of 
a rational and responsible human nature in all men at all times and 
places calls for democracy as the humanly ideal form of govern- 
ment and points ultimately to an international community "° re- 
placing national sovereignties; but even so, one might not con- 
sider the time ripe for an effective internationalism. When uni- 
lateral disarmament would mean suicide or enslavement, men may 
not unreasonably prefer a precarious balance of terror, however 
hard it may be on the nerves. In short, one may legitimately 
wonder about the relevance of a doctrine of social protest reminis- 
cent of Thorstein Veblen, Father Coughlin, and Wendell Willkie, 
to the contemporary scene and to the problems that really face 
democratic society today. If we do not consider these means ap- 
propriate to the ends to which they are directed, perhaps we should 
look for a program other than reconstructionism. 

Even if these means were appropriate, a second reservation 
about reconstructionism concerns the use that the program pro- 
poses to make of the schools for its implementation. Among 


other things, the curriculum will have to undergo radical altera- 
tion: 1” 


If the schools are to do their share toward the success that is 
still possible, and surely desirable, they will have to throw 


much of the baggage of routine curricula on the junk heap 
to make room for more imperative tasks. 


“What, then, is our proposal? In essence it is that the hub of 
every curriculum be the study of the structure and operation of 


16 A A 
How one can draw these conclusions from seeing human 
nature as “a complex, dynamic fusion of drives” remains ob- 
scure. See Ends and Means in Education, p- 62; Education 
for the Emerging Age, p. 83. 
17 F y . 
Ends and Means in Education, p. 204. Reprinted by 


permission, 
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8 


reconstructed democracy itself.” ° Or, as it came out later, “In 


essence my proposal is that the hub of every curriculum be the 


? 19 


problems and prospects of reorganizing democracy itself.’ In 


short, social studies will save the world, provided they are studies 
of reconstructionism.”° 

This turning of the schools directly to political ends frightens 
many who are concerned for the preservation of personal liberties. 


18 Thid., p. 211. Italics in the original. Reprinted by 
permission. 

9 Education for the Emerging Age, p. 184. Italics in 
the original. Reprinted by permission. Support for this posi- 
tion is contained in B. O. Smith, W. O. Stanley, and J. H. 
Shores, Fundamentals of Curriculum Development, rev. ed. 
(New York: Harcourt, Brace & World, Inc., 1957), pp- 
574-582, 627-650. 

2 On this and related points, Theodore M. Greene com- 
ments: “This need not, and should not, imply an idolatrous 
veneration for the democratic processes of free association and 
co-operation under law. For these processes are themselves 
merely the means—though so far as we can see, much the 
best, and perhaps the only, means—for the development of 
man’s highest social potentialities and for steady progress to- 
ward the realization of man’s proper destiny. The truly 
liberal goal of education can never be defined merely in terms 
of a society, actual or ideal; we must resist the temptation to 
absolutize any form of social organization and to make educa- 
tion merely a means to the furtherance of a social goal. In 
the liberal perspective, education and democracy are both 
institutional means for the achievement of more ultimate hu- 
man ends. What is here so significant is that they are clearly 
complementary means, each requiring the lively support of 
the other.” Theodore M. Greene, “A Liberal Christian Ideal- 
ist Philosophy of Education,” Modern Philosophies and Edu- 
cation, p. 113. Copyright 1955 by the University of Chicago. 
Reprinted by permission. 
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It does not frighten Brameld, who can speak calmly of “a philoso- 
phy of education-as-politics,” *" and who can hold that “education 
in its comprehensive sense should become the co-partner of 
politics.” °*? One reason why it does not frighten him is that he 
cheerfully takes it for granted that a democratic consensus will 
agree with his position concerning “institutional arrangements, 
3 However, in 
case the majority do not freely arrive at such a consensus, there 


will be “leaders” to point out to them where their best interests 


especially of the service state and government.” * 


really lie, with teachers receiving the first nomination for the job: ** 


Leaders are equally articulators and suggesters, that is to say, 
“pointers” who continually help people to perceive more ex- 
actly, more generously, their own best interests. Here is a 
role so suitable also to the democratic teacher that he himself 
becomes, in this sense, a democratic leader. 


Seen from one angle, reconstructionism is an outdated pto- 
posal for the improvement of society; seen from another, it is a 
plan for the seizure of power. Good intentions and generous 
impulses and an invocation of democracy are not enough to justify 
what would in effect, if not in intention, prostitute the schools 


"l Ends and Means in Education, p- 67; Education for the 
Emerging Age, p- 87. 

2 Ends and Means in Education, P- 59; Education for 
the Emerging Age, p. 8o. 

* Ends and Means in Education, p. 66; Education for 
the Emerging Age, p. 86. 

% Ends and Means in Education, p. 67; Education for 
the Emerging Age, p. 87. This position, suggesting some- 
thing like Big Brother for education, is particularly interesting 
in view of Brameld’s misrepresentation of what he calls “peren- 
nialism” as antidemocratic. See his Philoso phies of Education 
in Cultural Perspective (New York: The Dryden Press, Inc., 
1955), part IV, espec. PP- 365-378; cf. Education for the 
Emerging Age, P. 155- 
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to the lust for power. However far from its author's mind, this 
last passage could well describe the commissar of the future serving 
the unreconstructed rulers of the American version of the “people's 


democracies.” 7° 


Should the School Educate for Democracy? 


The question is not about the aim, for there must be education 
for democratic citizenship. The question is about the agencies 
and about the means. Democracy is not the only possible form 
of political organization, as history attests. It is not even the 
only possible form of good government, for not all groups of 
people are ready to govern themselves. Men have a natural right 
to good government, to government for the sake of the governed 
rather than for the sake of the governors, to government for the 
people as well as government of the people. But they do not have 
a natural right to govern themselves, to government by the people, 
to democratic government. For democracy to be practicable there 
must be, in a preponderant majority of the people who are to run 
their own political show, a certain development of both moral and 
intellectual virtues. Principally, there must be a willingness to 
subordinate one’s own individual good to the common good, at 
least to some reasonable extent; and there must be a considerable 
degree of the political maturity that comes only with experience. 
Not all people have enough political prudence to govern themselves 
successfully; the franchise is a civil rather than a natural right. 

Yet there is a real sense in which democracy can be said to be 
the form of government most in accord with human nature, and 


25 For pertinent remarks on the dangers of a majoritarian 
tyranny, see John Courtney Murray, S.J., We Hold These 
Truths, pp. 208-209, 324-326, and his “The Church and 
Totalitarian Democracy,” Theological Studies, 13 (1952), 
525-563. See also Herbert Johnston, “Locke’s Leviathan,” 
The Modern Schoolman, 26 (1949), 201-210. 
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therefore a political ideal for all men. For in running their per- 
sonal lives, people of the most various conditions exhibit an ability 
to relate means and ends and to direct their actions in view of the 
relationship that they see. Young people may be apt to consider 
themselves ready for adult life before they have had enough of the 
indispensable experience; but it is also possible for them to be tied 
to maternal apron strings for too long. No one proposes that they 
be kept under parental authority all their lives; they are recognized 
as human persons, and the date of their independence is a matter 
only of time. The same should apply to groups of people, the 
difference being that the maturity needed is even harder to come by, 
and the willingness to sacrifice for the common good is needed on 
an even wider scale. Again, however, the question is one of time 
only, and the fact that some groups of people are eager to take 
on the responsibility of guiding their own political destinies before 
they are likely to make much of a success of it does not at all involve 
the conclusion that they will therefore never be capable of demo- 
cratic government. The reasons why they may not be able to 
do so at any given time are accidental reasons with a historical 
explanation; they do not spring from the very human nature of 
the people concerned. Men are capable of governing themselves, 
and any government which is not by the people must, if it is 
really to be for the people, aim ultimately at making itself un- 
necessary. Imperialism and colonialism are not wrong in them- 
selves; but they involve, for the ruling power, responsibility rather 
than opportunity. 

Education for democracy, then, is requited by the facts of 
the situation, for democracy is that form of government most in 
accord with human nature as it is observable in men. Where 
democracy does not yet exist, men must be prepared for it as well 
and as quickly as possible, though time may here have to be 
reckoned in generations or even centuries. Where democracy does 
exist, its preservation must be actively worked for, since it is, in 
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the world’s history, a new and still-precarious achievement. There 
must, then, be education for democracy, even in what is already a 
democratic society; for even though democracy can be said to be 
the form of government most in accord with the facts of human 
nature, it makes demands on its citizens that no other form of 
government does, and is constantly in danger from fallen human 
nature itself, from selfishness and ignorance. The question is not 
whether education for democracy is needed; the question is what 
the school should and can do about it. Other educational agencies 
also have a responsibility in this respect, but at the moment we 
shall confine our attention to the school, for this is the agency 
generally thought of when the question of education for democracy 
comes up. 

Principally, the school can educate its students for democracy 
by simply doing its job as well as it can, by helping its students 
develop the intellectual and the moral virtues needed to govern 
themselves. Indeed, the school can probably educate for democracy 
most effectively by not trying to do too much. Inside the class- 
room each teacher can teach what he is given to teach to the very 
best of his ability, and can make the utmost intellectual demands 
that his students are capable of meeting. What he can avoid 
doing is making his subject matter simply a springboard for or- 
ganizing his students into busy little committees playing at various 
projects, the content of which doesn’t much matter because the 
real aim is to get students used to working together. The shallow- 
minded notion that democracy and committees are synonymous is 
a grave injustice to the noblest political ideal that the human mind 
has conceived. Workable democracy requires responsible and 
thoughtful citizens. One way to develop them is to teach students 
something with a genuine intellectual content. One way not to 
develop them is to prepare students for an already committee- 
tidden society by fostering in them the illusion that they can 
fruitfully discuss issues before they have learned what the issues 
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are, and that some grasp of Robert's Rules of Order is enough to 
change this extension of the kindergarten into a serious preparation 
for the future work of deciding grave and complex public issues. 

The experience of working together is a good experience, a 
socializing and a civilizing experience. The school can reasonably 
provide this experience for its students by extraclass activities such 
as clubs and athletics and social events. As long as they are kept 
in their place and not allowed to get in the way of the specific task 
of the school, all is well. They can even be said to be part of an 
education for citizenship. But they have no place in the classroom, 
which is an institution for intellectual instruction. When social- 
izing experiences (of which, incidentally, the student already has a 
great many outside the school) are made the goal of classroom 
activity, real teaching goes out the window and the student is 
cheated. So is the nation. The school should certainly see to it 
that the classroom contributes to education for democracy by the 
teaching of such subjects as national history and civics, since a 
knowledge of how our political society came into being and how 
its various levels of government operate is essential for intelligent 
participation in self-government. But these are subject matters 
with an intellectual content, and they should be taught in order 
to increase knowledge; they should not be made merely means 
for the organization of childish committees designed chiefly to 
smooth off rough edges. Rough edges are not, in any case, neces- 
sarily undemocratic; perhaps a few more of them might even be 
salutary in a society which makes so much of togetherness. 

It is not only through history and civics, though, that the 
student is educated for democracy in the classroom; it is through 
the whole range of a liberal and humanistic education. By im- 
parting to its students a common body of knowledge, the class- 
room can furnish them with the only ground on which a com- 
munication of ideas is possible and the only foundation on which 
a community can be built, By developing in them the ability to 


144 


a 


Two further aims 


reason and analyze and judge, it can rescue future citizens from 
the emotional appeal of demagogues to prejudice and passion. In 
a word, it can develop free minds, and free minds make free men. 


Teaching the Christian Conception of Man 


At the college level the most important contribution that the 
classroom can make to educating its students for democracy is to 
instruct them accurately concerning the nature of man. It is an 
obvious fact that every organization of society and every system 
of government applies to men, for men are both rulers and ruled. 
It is, then, of the utmost importance that we should hold clear and 
correct ideas regarding the nature of man, for on those ideas will 
depend ultimately the nature of our society and of our govern- 
ment. If we hold a true view of the nature of man, we can build 
a society in which men can live a human life. If we hold a false 
view of the nature of man, we cannot build a society in which 
men can live a human life. This fact, elementary and even 
obvious, cannot be insisted on too strongly; for neglect of it leads 
to the most disastrous consequences. If man is seen as only another 
biological unit, completely conditioned by heredity and environ- 
ment to the point at which liberty and responsibility become illu- 
sions, if his spiritual nature is denied or even effectively ignored, 
then he is ripe for the slave state. If man is seen as only another 
material thing, then he may be treated as any other material thing 
is treated; he may be regimented, oppressed, coerced. In such a 
world a man may with perfect logic be made a slave of the machine, 
of the state, or of other more powerful men; for he is only a thing, 
and he has no rights which the society has not conferred upon him 
and which the society may not take away. With such a view of 
man there can be no moral objection to the actions of Mussolini 
or Hitler or Stalin or Khrushchev. The only objection can be that 
they were logical, and that is not a particularly good objection. If 
students are taught the same materialistic doctrine on the nature 
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of man, it will be only a matter of time until some of them draw 
the logical conclusions and begin to look around for means of 
implementing the will to power. Experience says that a man ora 
family or a business cannot live forever on its inherited material 
capital; neither can a free society live forever on its inherited 
spiritual capital. 

At the secondary and elementary level there cannot be a 
great deal of instruction on the evidence for the spiritual nature 
of man; there can, though, be an introduction to some of the 
implications of the New Testament, and especially of the Epistle 
of St. Paul to the Galatians, Even young students can be brought 
to see the Christian conception of man as a child of God and hence 
the subject of human dignity and human tights. They can be 
brought to see that the Fatherhood of God implies the brotherhood 
of man, and perhaps even the truth that the seeds of democracy 
lie most fruitfully in divine revelation of the origin, nature, and 
destiny of man. 

At this level, though, perhaps the most effective contribution 
that the teacher can make to educating his students for democratic 
citizenship is in the moral order. It is difficult for any of us really 
to love our neighbor, really to gtasp the fact that Christ died for 
the unloyely and for the almost unlovable as much as He did for 
us, who are, of course, neither. It is difficult for teachers to love 
all of the sometimes unsavory specimens put in their charge, 
though the number of those who obviously do so is a source of 
constant wonder and awe to those of us who don’t quite make it. 
It is, though, possible for every teacher to do the best he can to 
love each of his students as his brother or sister in Christ and to 
treat the student with justice and charity. This does not mean 
gushing sentimentality or attempts at personal popularity through 
adopting a buddy-buddy attitude, for it is a fact that the only 
way in which an adult can become a pal to a child is by becoming 
childish. It does mean, however, doing one’s very best job for 
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each student, trying to see the best in each of them, being willing 
to give extra time and help to those who need it, making no 
distinction between the rich and the poor, the black and the white, 
the Germans and the Irish. If a teacher, while remaining strict 
and perhaps somewhat impersonal in his attitude, does not abuse 
his authority but respects the human dignity and the human rights 
of each one of his students without exception, he will be giving a 
mighty lesson in the practice of democracy. Moral virtue is 
developed largely through example, and the teacher who shows his 
students justice and honesty and consideration and a touch of 
human kindness is doing what he can to instill the same virtues 
in his students and to educate them for democratic living. A 
good many years’ observation says that the strength of democracy 
in this country owes a great deal to the character and example of 
its teachers. 


QUESTIONS 


1. What are the most important values of an education? 

2. In what ways, if any, should seminary education differ 
from that of other schools on the high school and on the 
college level? 

3. Should a Catholic school drop, for academic deficiencies, 
a student who seems to need the moral and religious 
guidance afforded by the school? 

4. “I don’t care how much algebra or history they know at 
the end of the year, but I want them to be good boys.” 
(A high school principal at a faculty meeting.) Discuss. 

5. What is the most effective way to integrate religion into 
the entire curriculum with a lasting effect? 


6. What are the aims of a Catholic high school? 
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What may we consider to be the end product of Catholic 
education? 


8. What is the difference between religion and theology? 


g. How much training in theology should teachers of reli- 


IO. 


II. 


12. 


13. 


14. 


15. 


gion have? 

What is the relation between the term democracy and the 
term education? 

What does it mean to say that religion is the core of the 
curriculum? 

“The chief reason for the Catholic school system is the 
preservation of the faith.” Discuss. 

“But what those of us who talk as we do are afraid of is 
something else, the argument that religion is necessary for 
salvation, that you have got to teach religion, therefore, 
in such a way as to save students, and that you save them 
by giving them the truth. At the same time you protect 
the truth against critical examination. I would be pre- 
pared to examine any subject and permit any man who is 
qualified to teach it, so long as he is committed to the same 
spirit of inquiry in the study of religion that we follow in 
all other disciplines. But think what an outcry would 
arise if somebody made a critical study of Christianity in 
the classroom, and then announced his conviction that 
Christ was not only not a divine figure, but was not a 
historical figure!” [Sidney Hook in Brand Blanshard 
(ed.), Education in the Age of Science, p. 52. Reprinted 
by permission.] Discuss this position on the teaching of 
theology. 

“The ends of education are, in the nature of the case, 
social ends.” Discuss, 

Would the elimination of the parochial elementary school 
solve the problem of educating adequately all Catholic 


students at the secondary level? 
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a, 


Liberal and Vocational 
Education 


LIBERAL KNOWLEDGE 


In Chapter three! a brief reference was made to the liberal arts. 
Liberal knowledge, however, is not confined to the liberal arts, 
but includes liberal sciences as well. Liberal knowledge is the 
same thing as the speculative knowledge described in Chapter one; * 
it is knowledge which, of its very nature, is directed solely to the 
consideration of truth and not to any operation of doing or making; 

1 See pp. 73-74: 

*Sec te ca on The Distinction between Speculative 

and Practical Knowledge. 
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it is knowledge which exists for its own sake, knowledge which 
is its own end and reason for being. The phrase “of its very na- 
ture” must be kept in mind, for we are concerned here with the 
end of the knowledge, not with any end personal to the knower 
and merely accidental to the knowledge itself. 

Though the terms “speculative” and “liberal” have Latin rather 
than Greek roots, the notion which they express originated with 
Aristotle; and the second term had a more or less fortuitous origin 
in Aristotle’s choice of a figure of speech. In the passage in ques- 
tion he is explaining that, more than any other study, first phi- 
losophy (metaphysics) is pursued for the sake of the knowledge 
itself, and not as a means to any further end: “And understanding 
and knowledge pursued for their own sake are found most in the 
knowledge of that which is most knowable...and the first 
principles and the causes are most knowable.” 3 And again: “That 
it is not a science of production is clear even from the history of 
the earliest philosophers . . . evidently they were pursuing science 
in order to know, and not for any utilitarian end.” * Then Aris- 
totle uses a comparison taken from contemporary Greek life in 
order to make his meaning clearer: “... as the man is free, we say, 
who exists for bis own sake and not for another’s, so we pursue 
this as the only free science, for it alone exists for its own sake.” 5 
In its original use, then, the term “free” or “liberal” as applied to 
knowledge (and, by transference, to education) had nothing to do 
with the effects of such knowledge or education on those persons 


® Metaphysics, Bk. 1, chap. 2, 982 a 30-b 2, in R. Mc- 
Keon (ed.), The Basic Works of Aristotle (New York: Ran- 
dom House, Inc., 1941). Reprinted by permission of Oxford 
University Press. 

* Ibid., 982 b 11-21. Reprinted by permission of Oxford 


University Press. 


ë Ibid., 982 b 25-27. Reprinted by permission of Ozford 


University Press. 
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who achieve it. Liberal knowledge or education may indeed, as is 
frequently said, be the education which makes men and their minds 
free; ë but it can do so only by virtue of its original meaning of 
knowledge pursued for its own sake, and can no longer do so once 
that original meaning is lost. Liberal knowledge or education may, 
further, be the education which makes societies free and which 
makes their members free in the political sense; but, once again, 
it can do so only by virtue of its original meaning and can no 
longer do so once that original meaning is lost. Men must see what 
is before they can see what should be. 

Perhaps the best modern expression of the notion of liberal 
knowledge is that of Cardinal Newman, who has caught and ex- 
pressed Aristotle’s idea exactly in the title of his fourth Discourse: 
“Liberal Knowledge Its Own End.” Within this discourse he 
puts it in the form of a proposition: “.. . there is a knowledge 
worth possessing for what it is and not merely for what it does.” 7 
This, then, is the original, the classical sense of liberal as applied 
to knowledge or to education—the only meaning that makes any 
derived ones intelligible. Liberal knowledge, thus understood, is 
synonymous with speculative knowledge and, in its general sense, 
with theoretical knowledge. In the rest of this book the terms 
will be used interchangeably. 


® A similar conception goes as far back as Adelard of 
Bath (12th century; De eodem et diverso), who sees the liberal 
arts as liberating the soul from the chains of worldly love. See 
The Didascalicon of Hugh of St. Victor: A Medieval Guide 
to the Arts, trans. from the Latin with an introduction and 
notes by Jerome Taylor (New York: Columbia University 
Press, 1961), p. 18. 

1 John Henry Cardinal Newman, The Scope and Nature 
of University Education (New York: Dutton Everyman Paper- 
backs, E. P. Dutton & Co., Inc., 1958), p- 94- Reprinted by 


permission. 
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It should be but is not unnecessary to point out that Aristotle's 
comparison does not involve a condoning of slavery, even though 
Aristotle himself elsewhere argued in favor of it. The comparison 
is simply taken from an existing fact of Greek social and political 
life, and, in itself, implies no attitude either for or against that 
fact. Those who approve of liberal education in its original mean- 
ing are not unconsciously and by implication approving of slavery 
or even of an aristocratic society. Neither does Aristotle's com- 
parison, which includes an example, involve the thing exemplified 
in the mutability of the example, In order to make an idea in- 
telligible to the people for whom he was immediately writing, 
Aristotle used a figure of speech taken, naturally enough, from the 
familiar contemporary society (the Gospel parables come to mind 
as a parallel), Had he been writing today, he would have used a 
different one. The fact that the institution of slavery no longer 
exists openly in contemporary Western society does not at all mean 
that the original notion of liberal knowledge can have no place in 
that society. Both of these points are so obvious that one feels 
apologetic in making them; hard experience, however, indicates 
that they should be made.8 

The point that Aristotle was making in the passages quoted 
above was that metaphysics (and especially, a Christian would 
add, sacred theology) is supremely liberal because it is sought for 
its own sake and is not ordained to any further end of doing ot 
even of knowing. Other liberal knowledges may, because of their 
very nature, be ordained to further knowledge, as the liberal arts 
are the traditional introductions to the liberal sciences. This fact, 
however, does not alter their liberal character, though it means that 
they are liberal in a less complete sense than are those knowledges 


*CE. Vincent E. Smith, The School Examined: Its Aim 
and Content (Milwaukee: The Bruce Publishing Company, 
1960), pp. 72-73. 
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that admit of no such ordination, This point has been well made 
by Father Mullaney: ° 


Theoretical knowledge is knowledge sought for its own sake. 
But this defining phrase is ambiguous. It might mean either 
of two things: (a) knowledge sought neither for doing nor for 
making but solely for the sake of knowing; (b) knowledge 
which has no character of ordination relatively to higher, 
purely intellectual disciplines. 

OF all men’s natural knowledge, metaphysics alone is 
theoretical in both senses. But physics and the liberal arts 
are theoretical in the first sense though not in the second. For 
both physics and the liberal arts, while sought for the sake of 
knowing, are also related to further disciplines. Hence the 
liberal arts are theoretical knowledge because they are purely 
intellectual, are knowledge sought for its own sake. Just as 
there are degrees of art according to which the servile arts are 
most fully art and the liberal arts most tenuously so, so there 
are degrees of theory according to which metaphysics is most 
fully theory and the liberal arts are most tenuously so. 


LIBERAL ARTS AND SCIENCES 
IN THE CURRICULUM 


In the traditional medieval schema the liberal arts were divided 
into the trivium, comprising logic, grammar, and rhetoric or com- 
position, and the quadrivium, comprising arithmetic, geometry, 
astronomy, and music; in brief, these were, respectively, the logical 
arts and the mathematical arts. These are the arts, it has been 
said,” which guide the making of things by the mind, for the 
mind, and in the mind. The completed product of the liberal 


®James V. Mullaney, “The Liberal Arts in the Aris- 
totelian—Thomistic Scheme of Knowledge,” The Thomist, 19, 
4 (October, 1956), 493-494. Reprinted by permission. 

19 See above, pp. 73-74- 
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arts is something known, something remaining within the mind 
of the artist or the knower. Hence, alone among the arts, the 
liberal arts are virtues of the speculative intellect and are also specu- 
lative or liberal sciences.?* 


The Place of Liberal and Fine Arts 


What is the place of these arts in the curriculum? On the 
primary, the secondary, and the undergraduate levels, it would 
seem that logic, grammar, and composition could best be taught 
as liberal arts. At these levels the student needs to know and can 
learn how to make an argument or a sentence or a paragraph; at 
the graduate level he can more properly be introduced to the in- 
tricacies of philology and of the nature of the various logics. There 
seems to be fairly general agreement on this point, both in theory 
and in practice. The aim of the teaching of grammar appears to 
be much the same from the elementary through the college years, 
though the amount of attention given it and the manner of its 
teaching will vary with the convictions of each teacher or supet- 
intendent. Much the same can be said of the teaching of composi- 
tion, though with a qualification which will be made in a later 
paragraph. Logic is seldom taught formally and under that title 
below the college level. Yet a great deal of logic, taken as a liberal 
att, is necessarily taught in connection with grammar and composi- 
tion, especially when the subject concerns the construction of some 
form of argument. 

Of what was once the quadrivium, some phases of plane geom- 
etry are still taught as a liberal art, involving the construction of 
figures as a means of exploring their properties. Music, however, 
is now thought of and taught as a fine art, and arithmetic and 


_ 7 CE, Bernard I. Mullahy, C.S.C., “The Nature of the 
Liberal Arts,” The New Scholasticism, 23, 4 (October, 1949), 
PP- 361-373. 
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astronomy as sciences. As a division of the liberal arts, then, the 
quadrivium is now pretty well a dead issue.?” 

Concerning the teaching of composition as a liberal art, a 
qualification was mentioned above. In that art which is composi- 
tion, the liberal arts and the fine arts overlap. The liberal arts, 
according to the classification that we have been using, guide the 
making of things by the mind, for the mind, and in the mind, 
whereas the fine arts guide the making of things by the mind and 
for the mind, but not in the mind. So far as composition involves 
a mental construction, a relating of the parts of a literary composi- 
tion to each other and to the whole, it remains a liberal art and is 
so taught. So far as composition involves outward expression in 
the medium of language, it becomes a fine art and is so taught. 
Indeed, it would appear that, on the basis of the definitions given 
above, all of the fine arts are to some degree liberal, since they in- 
volve a preliminary mental construction before any expression in a 
given medium. Perhaps the difference would lie in the emphasis 
given, in the fine atts, to the medium of expression and its demands. 
Whether composition in its various forms up to what is called 
creative writing is taught primarily as a liberal art or as a fine art 
will probably depend on the teacher's convictions about the extent, 
if any, to which composition is a form of rational discourse.*? This 
writer’s present view, though one open to correction, is that com- 
position of an expository or argumentative nature is closest to what 


12 For an interesting examination of the liberal arts, in- 
cluding the suggestion of calling the humanities the quadri- 
vium and organizing them around history, see Mullaney, 
op. cit., 481-505. For another position on the liberal arts 
in the curriculum, see Smith, op. cit., pp. 97-104. See also 
William F. Cunningham, C.S.C., General Education and the 
Liberal College (St. Louis: B. Herder Book Co., 1953). 

18 Eor the basis of this debate, see Aristotle, Poetics, 
1451 a 1-12. Cf. St. Thomas, Summa Theologiae, I, 1, 9, 
ad 1; Smith, op. cit., pp. 64-68. 
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Aristotle meant by rhetoric, and is that which most involves mental 
construction and rational discourse and which therefore lends itself 
best to being taught as a liberal art. On the other hand, such a 
form of composition as lyric poetry would involve highly personal 
insights and modes of expression rather than rational discourse, and, 
if teachable at all, would have to be dealt with much more as a 
fine art than as a liberal art. Between these extremes would fall 
many types of composition, each with its own teaching problem. 

The fine arts, in turn, can tightly claim a place at all levels in 
a liberal education,” with their more theoretical aspects command- 
ing a larger share of instruction at more advanced levels. It is 
true that they are not the same as the liberal arts, since they must 
be expressed in a medium outside the mind. They ate like the 
liberal arts, however, and unlike the useful arts, in that they involve 
a making for the mind, an operation whose products are to be 
enjoyed for themselves rather than to serve as means to any further 
end. If liberal knowledge is that knowledge which is its own end, 
such fine arts as music, painting, sculpture, and dancing have a 
place in an education called liberal. Such an att as architecture 
seems to be in part a fine att and in part a useful art, and, in 
Practice, is usually taught in a separate professional school rather 
than in a school of fine arts. 

A different teaching task is involved when the aim is to 
enable the student to appreciate rather than to practice the fine 
atts, to read or to listen with intelligence and sensitivity rather 
than to write or to compose music or to play an instrument. As 
an example let us take composition in the medium of words. 
When such composition is considered as a fine art rather than as a 
liberal art, its product is called letters or literature. In the teach- 


À a For a desctiption of a course emphasizing music and 
painting, see Brother Leo B. Wren, F.S.C., “Aesthetics in the 
High School,” The Catholic Educational Review, 59, 8 (No- 


vember, 1961), 544-549. 
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ing of literature, whether in the English or in a foreign language, 
the student is to be led to grasp an imaginable and intelligible ob- 
ject by a sort of intuitive perception that is certainly not the result 
of any rational process through which a teacher can lead him. 
What the teacher can do is to make this operation somewhat 
easier by removing biographical, historical, and other obstacles to 
understanding. Ultimately, though, he must rely on the lumi- 
nosity, on the beauty and truth of the literary work itself and its 
appeal to the student's natural intelligence and sensitivity; ex- 
haustive grammatical or thetorical analysis and dissection simply 
kill any possibility of appreciation. 

These remarks would hold for any instruction below the 
graduate level, and even for graduate work designed primarily to 
develop a teacher rather than a research scholar; for the latter, a 
deeper analysis in such fields as philology, psychology, and history 
would be appropriate. With the requisite changes, what has been 
said concerning the teaching of literature would apply to the other 
fine arts as well. 

Before turning to the liberal sciences, it might be worth re- 
marking that a person can become liberally educated without 
necessarily becoming proficient in each one of the liberal arts and 
sciences, especially the latter. A general education is a good thing, 
but it is not synonymous with a liberal education. Indeed, as 
long as specialization does not occur too early, it is quite possible 
to get a better liberal education by the investigation of some dis- 
cipline or area of knowledge in depth than by a more superficial 
introduction to a greater number of disciplines. A person who 
has a gap in his knowledge occasioned by a comparatively deep 
exploration of another field will at least recognize it as a gap, and 
will also know from the experience of thorough study in a particu- 
lar area something of the indefinite reaches possible to the human 
mind. A person who emphasizes breadth of knowledge at the 
inevitable expense of depth runs the risk, not only of knowing 
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nothing really thoroughly, but of not even realizing his predica- 
ment. 


Preparing for the Development of Science 


In Chapter three the notion of science was briefly discussed 
and was applied to sacred theology (which is also wisdom) and to 
the philosophical, the mathematical, the natural, and the social 
sciences. In current practice the last three are taught at all levels 
of instruction, and the first two in undergraduate and graduate 
work in colleges and universities. Under the wider heading of 
sacred doctrine, some knowledge of divine revelation and its implica- 
tions is also imparted, though probably not scientifically, in primary 
and secondary church-related schools. Whether sacred theology 
can be successfully taught as the science and the wisdom that it is 
to undergraduates is a matter of debate; my own conviction is that 
it can and should be taught in this way even though not all stu- 
dents will grasp it scientifically, and, indeed, that such intellectual 
instruction is the ptincipal reason for the existence of Catholic 
colleges.1 


1 See the section on Intellectual Virtues. 

16 See above, pp. 69-70, 124-127. From an immense lit- 
erature on the subject, see, for example: The Curriculum of a 
Catholic Liberal College (Notre Dame, Ind.: Notre Dame 
College of Arts and Letters, 1953), chap. 4; Smith, op. cit., 
Pp. 260-267, 276-282; Cyril Vollert, S.J., “Theology and 
University Education,” The Modern Schoolman, 21 (Novem- 
ber, 1943), 12-25; Eugene M. Burke, C.S.P., “The Content 
and Methodology of the College Religion Program,” in Roy 
ik Deferrari (ed.), The Philosophy of Catholic Higher Edu- 
cation (Washington, D.C.: The Catholic University of Amet- 
ica Press, 1948), pp. 161-171; John Courtney Murray, S.J., 

Towards a Theology for the Layman,” Theological Studies, 
5 (1944), 43-75) 340-376; W. H. Russell, “Principles for a 
College Religion Course,” Journal of Religious Instruction, 8 
(1937-38), 697-710; W. H. Russell, “Why Not Religion 
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The same question is posed concerning the teaching of the 
other sciences. Should the effort be made to teach these disci- 
plines scientifically to young people below the instructional level 
of the graduate school? Jacques Maritain has answered the ques- 
tion negatively. He contends that the aim of liberal education 
at the high school and college levels is essentially to develop the 
natural intelligence on an infrascientific level—‘‘what Plato would 
have called ‘right opinion’ ” 17—and thus to prepare for the devel- 
opment of intellectual virtues such as science. Basic liberal educa- 
tion has as its objective the grasping of the meaning of science, or 


for the Sisters and the Laity?” Journal of Religious Instruction, 
16 (1945-46), 220-225, 325-332, 397—412; John M. Cooper, 
“Religion in the College Curriculum,” in Roy J. Deferrari 
(ed.), College Organization and Administration (Washing- 
ton, D.C.: The Catholic University of America Press, 1946), 
pp. 148-174; Joseph C. Fenton, “Theology and Religion,” 
The American Ecclesiastical Review, 112 (January—June, 
1945), 447-463; Thomas C. Donlan, O.P., Theology and 
Education (Dubuque: Wm. C. Brown Co., 1952), chaps. 4-93 
Johannes Hofinger, The Art of Teaching Christian Doctrine 
(Notre Dame, Ind.: University of Notre Dame Press, 1957) ; 
Reginald Masterson, O.P. (ed.), Theology in the Catholic 
College (Dubuque: The Priory Press, 1961); Roy J. Defer- 
rari (ed.), Theology, Philosophy, and History as Integrating 
Disciplines in the Catholic College of Liberal Arts (Washing- 
ton, D.C.: The Catholic University of America Press, 1953)» 
RBs 45mg: i f 

17“Thomist Views on Education,” in Nelson B. Henry 
(ed.), Modern Philosophies and Education, part I, 54th Year- 
book of the N.S.S.E. (Chicago: The University of Chicago 
Press, 1955), p. 61. Reprinted by permission. Cf. Herbert 
Johnston, “College Education—For What Habits?” The Cath- 
olic Educational Review, 53, 8 (November, 1955), 505-513- 
Much of the following discussion is taken from this article; 
reprinted by permission. 
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art, or wisdom, the understanding of its nature and scope, rather 
than the acquisition of that intellectual habit itself.18 The reason 
is that: 19 


At each stage the knowledge must be of a sort fitted to the 
learners and conceived as teaching its perfection within their 
universe of thought during a distinct period of their de- 
velopment, instead of laying the foundations of a single sphere 
of knowledge which would grow in a continuous and uniform 
way until it became the science of the adult, where alone it 
would attain perfection. 


It would appear, then, in such a view, that at various stages 
of human development the knowledge of which a person is capable 
differs in kind and not only in degree, and that basic liberal educa- 
tion below the graduate level should not attempt the impossible 
task of developing in students the intellectual virtue of science. 
To do so would inevitably result in cramming students with a set 
of memorized conclusions which they would be unable to relate 
to the principles involved in such a way as to see why the conclu- 
sions are and must be true. Until the end of the college years, 
then, studies should aim merely at right opinion; they should be 
about a science rather than in a science. One need hardly empha- 
size the difference that acceptance or rejection of this position will 
make to what is taught and how it is taught, 


18 Maritain, op. cit., 79-80. 

1 Maritain, Education at the Crossroads (New Haven, 
Conn.: Yale University Press, 1943), p. 6o. Reprinted by 
permission, Cf, ibid., p- 63. In an unpublished address de- 
livered at the University of Notre Dame in 1953, entitled “The 
Liberal Arts and Education,” Professor Maritain developed the 
same theme; here he called the attempt to develop true intel- 
lectual virtues before the end of college “encyclopedic inculca- 
tion” and “indoctrination of adult science in the young person,” 


eae resulting in the production of “a learned intellectual 
warf. 
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With this question in mind, let us run rapidly through the 
list of those disciplines which we agreed to call sciences, whether 
in the fullest or in an attenuated sense. In the field of the social 
sciences and of history, experience indicates that it is possible at 
least to some extent for students at all levels to see conclusions in 
their principles, to see results in their causes, sometimes with some 
degree of necessity and sometimes only probably. Much of the 
work of these, as of other, disciplines will consist in the student's 
mastering factual material. This operation involves a twofold 
benefit. First, it supplies indispensable raw material without which 
further development in the field is impossible. Second, it develops 
habits in the interior sensitive powers of the imagination and the 
memory,”° and these powers play a large part in further intellectual 
development. 

The student’s maturity and the point to which his intelligence 
has developed will certainly make a crucial difference concerning 
what is presented to him and the way in which it is presented to 
him. But where the subject matter itself allows of it, the teacher 
should always aim at leading the student to sce results in their 
causes, at getting an answer to the question why on the level 
appropriate to the student’s maturity and abilities. In history, for 
example, a study of the causes of World War I on the most ele- 
mentary level might be restricted to the statement of the assassina- 
tion of an Austrian archduke, The same study with more ad- 
vanced. students—perhaps those in a secondary school—might in- 
volve the distinction between an occasion and a cause, and some 
notion of the background of Balkan politics. For undergraduates 
this consideration could be broadened and deepened to include 
cultural, economic, and other factors. The graduate school might 
appropriately go into some of the more abstruse elements of Serbian 
nationalism. All these are different levels of knowledge, but they 


20 St. Thomas, Summa Theologiae, IHI, 50, 3, ad 3. 
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are not different kinds of knowledge. If history is in any sense 
a science, then that science was being developed to some degree 
from the first and most elementary answer to the question why.” 
Examples drawn from such a social science as economics might 
support this conclusion even more firmly. 

In the natural sciences the same sort of effort can and should 
be made to lead the student to see some intelligible necessity in 
the relation between conclusion and principle. There are many 
levels at which the connection between heat and the expansion of 
metal may be investigated, some of which are appropriate to high 
school students, others to students in a liberal college, and others 
to students in a graduate or professional school. To the extent 
that inductive sciences are truly sciences, the student at any of 
those levels is actually developing and not merely preparing for 
the habit of science. This is the manner of developing the natural 
intelligence of the student which is proper to this subject matter; 
the differences will be in degree only. 

The same is true, and perhaps more obviously so, of mathe- 
matics. Once the preliminaries have been mastered, to teach 
mathematics as anything less than an exact science is to do violence 
to its object. The grade school or high school student, and prob- 
ably the ordinary undergraduate, need not necessarily become 
familiar with the intricacies of number theory or the infinitesimal 
calculus. But if he learns only the first book of Euclid he must 


21 See ibid., 51, 3, € in which St. Thomas explains why the 
habit of science can be caused by one act but not opinion or 
habits of the internal cognitive sense powers. A habit of sci- 
ence formed by only one demonstration is less perfect than 
the same habit formed by several demonstrations, since it 
extends to only one conclusion (ibid., 54, 4, ad 3). A habit 
of science can be increased by addition when someone learns, 
for example, more conclusions of geometry; it is increased 
intensively when one becomes able to reach conclusions more 


quickly and more clearly (ibid., Boman) 
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learn it demonstratively, that is, scientifically, or he cannot be 
said to have learned it at all. 

In philosophy and theology, too, there are various possible 
depths of penetration. It is a commonplace that the aim of an 
undergraduate course in a liberal college is not to develop the 
professional theologian or metaphysician. Yet here, again, the 
choice is among different degrees of the development of that habit 
which is the intellectual virtue of science or even of wisdom; it is 
not between science on the one hand and opinion or faith on the 
other, even right opinion and true faith. 

When a teacher proposes for the student’s consideration truths 
which either cannot be or are not on that occasion reduced to self- 
evident principles, he is not inducing science in the student but 
either opinion or faith. By opinion the student holds a conclusion 
as probable; by faith he holds it as certain. But in neither case 
does he see its necessity. To argue that at any level below the 
graduate school students are intellectually incapable of grasping 
such relationships seems to be to fly in the face of daily teaching 
experience. To say that, even if they can, they should not be 
taught to do so, suggests an interpretation of the word science 
that would restrict its application to the more or less (it is always a 
matter of degree) fully developed, articulate, and self-conscious 
knowledge of the professional economist or chemist or theologian. 
There is no question of developing such competence below the 
level of the graduate school, and sometimes not even there. Such 
an attempt would indeed be doomed to failure, and might well lead 
to the hopeless substitute of indoctrination, of presenting the 
student with a neat package of conclusions which he is to memorize 
and repeat rather than understand. This is simply bad teaching, 
and everyone is against it. But opinion, even right opinion, is 
not the only alternative. Another possibility is that, in the con- 
sideration of those disciplines which can be called sciences, the 
student should be led to relate conclusions and principles, effects 
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and causes, in whatever depth his intellectual development allows. 
The question why is one of the first and most persistent that a 
child asks; it can be answered in ways that involve many levels 
of penetration, but it can be answered and answered truly at any 
one of them. This effort to lead the student to achieve something 
more than opinion need not deliver him to an arid intellectualism 
that stunts the natural development of his intelligence in close 
concert with his imagination, that closes to him the wonder and 
the beauty of the reality that he is coming so eagerly to explore. 
This, once more, is simply bad teaching, and has nothing to do 
with science. 

It would appear, then, that the liberal sciences as well as the 
liberal arts are part of a basic liberal education and should be taught 
as what they are at whatever level and in whatever way the student 
can grasp them. Where science at some level is possible, opinion 
is not enough. Indeed, there is a sense in which opinion, even 
tight opinion, is no preparation at all for the future development 
of science and may well get in the way of its future development. 
In a text which is central for this problem, St. Thomas explains 
that what he calls a disposition can be distinguished from a habit 
in two ways. In the first way, a disposition differs from a habit 
as the imperfect differs from the perfect in the same species; this 
same quality is called a disposition when it exists in us in such a 
way that it can be easily lost, and is called a habit when it exists 
in us in such a manner that it cannot be easily lost. A disposition 
of this kind can become a habit as a boy becomes a man. In the 
second way, a disposition differs from a habit specifically; that 
quality which is called a disposition in this sense, such as sickness 
and health (and opinion), is called such because from its very 
nature it has changeable causes, whereas that quality which is 
called habit, such as science and moral virtue, is called such be- 
cause from its very nature it has unchangeable causes. A disposi- 
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tion of this kind cannot become a habit, because the two are 
different specifically.” 

A disposition in the first sense is science imperfectly possessed 
and easily lost; but it is truly science because its causes are un- 
changeable. A disposition in the second sense is opinion; how- 
ever long it may remain, it can never develop into science because 
its causes are changeable. If the teacher begins with a problem 
which the student understands and is interested in, and then leads 
him by discussion to reach a conclusion which is related to a 
principle on however elementary a level, a beginning of science has 
been accomplished, that beginning pethaps appropriate to the 
secondary or undergraduate level, but allowing of further develop- 
ment in later life and not requiring graduate instruction (something 
which very few students receive) for such development. If, on 
the other hand, the teacher begins with a problem and then either 
leaves it unresolved or leaves the student in doubt or confusion 
about the reasons why a certain conclusion should be held, no 
beginning of science has been accomplished that would make pos- 
sible any further development. The use of a discussion method 
that becomes its own end instead of a useful method of attacking 
certain kinds of problem; the use of rhetoric that aims merely at 
persuading when demonstration is possible; the resolving of con- 
clusions into principles whose nature (for example, philosophical 
or theological) is undifferentiated and confused in the student's 
mind—all these are sure ways to prevent the development of the 
virtue of science, to vitiate the work which is liberal education, 
and to guarantee that the student will get little more, intellectually, 
from his years in school than some sound advice from his elders. 
And he need not come to school to get that. 


22 Ibid., HII, 49, 2, ad 3; see also II 55, 4, c, in which 
it is explained why opinion cannot be called an intellectual 
virtue. 
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To stop at opinion, even right opinion, is to make impossible 
any further development by way of understanding that deepens 
with study and experience, for there is no understanding to begin 
with. On whatever level is proper to the student in those dis- 
ciplines allowing of it, some degree of the development of science, 
some habit of resolving conclusions into principles, is the only goal 
of teaching which can justify the existence of that institution which 
is the school. And at the college level it is the only possible 
preparation for the further habit of resolving conclusions into ab- 
solutely first principles, that habit of Christian wisdom which is 
the crown and the ideal of the Catholic liberal college. 


VOCATIONAL EDUCATION 


“Vocation” is a Latin word that means calling. Every man 
has the same ultimate yocation—eternal union with God—and edu- 
cation in the first and partially in the second of the meanings we 
saw above * is relevant to the attainment of this final goal to which 
all mankind is called. In ordinary usage, however, the term voca- 
tional education is restricted to education in the third and the fourth 
of its meanings, to formal education in the school and particularly 
in the classroom or its equivalent. In what follows we shall largely 
confine ourselves to this meaning of the term. In ordinary usage, 
too, vocational education is restricted to education for that occupa- 
tion to which a person is called as the means by which he makes 
his living. 

This very meaning of the term suggests a connection with the 
first and ultimate meaning of vocation. In the Puritan notion of 
the calling and in the Catholic notion of the duties of one’s station 
in life, there is made explicit the relation between that calling 
which is one’s daily work and that calling which is eternal life. 
That relation is the relation of end and means, for a person’s work 


23 See Chapter four, Education as a Potential Whole. 


166 


Liberal and vocational education 


is not only the means of his making his own and his family’s liv- 
ing; it is also and even ptimarily the means of his doing his share 
of the world’s work, of living a life useful to others through his co- 
operation with divine providence, of reaching that goal which is 
his final vocation. This fact means that the school which provides 
vocational education in its usual meaning has, as a vital part of its 
task, to make clear this relation between the various senses of voca- 
tion so that the student can see his future occupation as a means 
of giving as well as of taking. Even on the purely natural level 
something of this sort can be done by way, perhaps, of the example 
of those occupations which are called professions, and their tradi- 
tion of service before profit. Such teaching is realistic in the basic 
sense of being in line with reality, with the facts of life, however 
imperfectly it may be applied in general practice. And it is not 
inconsistent with informing students about the harsh realities of 
the economic arena and the necessity for hard battling within that 
arena. 

There is another meaning of vocation that has relevance here, 
a meaning narrower than that of the final end of life and broader 
than that of a particular occupation. On the natural level every 
human person is called to be as fully human as possible, as well 
as and before he is called to be clerk, teacher, business executive, 
journalist. This is the basic meaning of education on the natural 
plane, and it involves the development of human powers, and 
especially of the powers peculiar to human beings, to their fullest 
possible extent. For the school, and especially for the classroom 
within the school, this means the development of the intellectual 
virtues and of the desire for their further increase. It means the 
development, so far as is possible for each student, of the liberal 
atts and sciences, for the sake of what they enable the student to 
be rather than for what they enable him to do. It means, in brief, 
a liberal education for all, to the extent that their own abilities and 
interests and circumstances allow of it. 
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The Position of Dewey 


Reference was made above ** to possible misinterpretations of 
the notion of liberal education arising from the confusion of Aris- 
totle’s example with what he was exemplifying. One influential 
instance of such misinterpretation is that of John Dewey, ina chap- 
ter entitled “Labor and Leisure.” Dewey’s own summary of the 
chapter follows: 2° 


Of the segregations of educational values discussed in the last 
chapter, that between culture and utility is probably the most 
fundamental. While the distinction is often thought to be 
intrinsic and absolute, it is really historical and social. It 
originated, so far as conscious formulation is concerned, in 
Greece, and was based upon the fact that the truly human 
life was lived only by a few who subsisted upon the results 
of the labor of others. This fact affected the psychological 
doctrine of the relation of intelligence and desire, theory and 
practice, It was embodied in a political theory of a perma- 
nent division of human beings into those capable of a life 
of reason and hence having their own ends, and those capable 
only of desire and work, and needing to have their ends pro- 
vided by others. The two distinctions, psychological and 
oar translated into educational terms, effected a division 
etween a liberal education, having to do with the self- 
sufficing life of leisure devoted to knowing for its own sake, 
and a useful, practical training for mechanical occupations, 
devoid of intellectual and aesthetic content, While the pres- 
ent situation is radically diverse in theory and much changed 
in fact, the factors of the older historic situation still persist 


* See in this chapter the section on Liberal Knowledge. 
2 John Dewey, Democracy and Education (New York: 
The Macmillan Company, 1916), p. 305. For contemporary 
discussions of these and many related problems, see A. H. 
Halsey, Jean Floud, and C. Arnold Anderson (eds.), Edu- 
cation, Economy, and Society: A Reader in the Sociology of 


Education (New York: The Free Press of Glencoe, 1961). 
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sufficiently to maintain the educational distinction, along with 
compromises which often reduce the efficacy of the educa- 
tional measures. The problem of education in a democratic 
society is to do away with the dualism and to construct a 
course of studies which makes thought a guide of free prac- 
tice for all and which makes leisure a reward of accepting 
responsibility for service, rather than a state of exemption 
from it. 


Dewey is wrong in seeing the distinction between a liberal and 
a vocational education, between the speculative and the practical 
orders, as the product of and as logically dependent on a particular 
social theory and practice. The notion of a liberal education does 
not depend for its existence on the slave-owning society of Aristotle 
or even on the aristocratic society of Newman. It is true and it is 
deplorable that in each of these societies, though in much different 
degree, a liberal education was in fact restricted to a fortunate 
few who, by reason of birth, were to rule the society; the education 
open to the many, who were to be ruled, was often haphazard 
and generally utilitarian in character. At least two things, both 
of which Dewey saw and fought against, are wrong with this 
situation. The first is the idea that only the group actually exer- 
cising power in any society should, for whatever reason, receive 
an education designed to develop them as persons. The second 
is the idea that there is a complete separation between the two 
kinds of education, so that a vocational in the sense of a utilitarian 
education should make no attempt to develop the specifically hu- 
man powers of the person concerned. Aristotle was indeed mis- 
taken in dividing men into free and slave. Yet this fact should 
not entail the abandonment of the liberal education that he rightly 
considered proper to those whom he saw as fully men. It should 
rather entail our seeing all men as Aristotle saw free men—as fully 
human, as capable, though in varying degrees, of the development 
of those powers which make them human, as calling for a liberal 
education as the condition of their growth. Perhaps it was par- 
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ticularly difficult for Dewey to do this because he considered even 
the explanation that Aristotle gave of human powers and habits 
to be the product of his social environment,”* and because, ulti- 
mately, his biologically oriented picture of the world and of men 
within it ruled out the possibility of the existence of the specula- 
tive order and of liberal knowledge as these have here been de- 
scribed.?? 

Dewey is right, however, in condemning as undemocratic— 
and, indeed, inhuman—the effort to perpetuate the division be- 
tween rulers and ruled by denying to the latter the educational 
advantages of the former. The passion for social justice that 
drove Dewey all his life led to his fierce and unrelenting demand 
for equality of educational opportunity for all, regardless of the 
accidental circumstances of their birth. Those who believe in God 
and who see all men, regardless of circumstances, as equally the 
children of God, can teasonably be no less fierce and no less un- 
relenting in their demand for that aspect of social democracy which 
is genuine equality of educational opportunity. There may be 
room here for some examination of conscience. 

Dewey is also right in his denial of an “intrinsic and absolute” 
distinction between liberal and vocational education and in his in- 
sistence on the possible cultural value of the latter, In our earlier 
discussion of the virtues of art and of prudence °! we saw that one 
classification of the first virtue was into the liberal, the fine, and 
the useful arts, We saw, too, that the virtue of art—the virtue 
of making things well—perfects the thing made rather than the 


°6 Thid., Pp: 294-298. 

*" Ibid., pp. 216-221. Cf, John Dewey, Reconstruction 
in Philosophy (New York: Mentot Books, New American 
Library of World Literature, Inc., 1950), passim. 

28 See in Chapter three the section on Intellectual Virtues 


and in this chapter the section on Liberal Arts and Sciences 
in the Curriculum, 
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maker, whereas the virtue of prudence—the virtue of doing things 
well—perfects the agent himself. 

It was also argued, however, that this classification of the arts 
is not absolute, that the fine arts overlap both the liberal and the 
useful arts, and even that all of the fine arts are to some degree 
liberal, since they involve a preliminary mental construction before 


29 For the same reason—and 


their expression in a given medium. 
it is this point which is of interest in a consideration of vocational 
education—even the useful arts can be said to be liberal, though 
in a lesser degree than the fine arts, for these too require that the 
thing be made in the mind of the artist before it can be made in 
a material medium. This is more evidently true of those arts 
which are usually classed as handicrafts, such as weaving and pot- 
tery, in which the same person is usually both designer and maker, 
than it is in those arts in which the maker does no more than oper- 
ate a machine that produces, say, textiles or pottery designed by 
another person and actually fashioned by a machine designed by 
yet someone else. The more directly a human person is involved 
in the making of something—in head, heart, and hand—the more 
of his personality is stamped on the thing made, and the more, 
conversely, the act of making has in turn influenced his own per- 
sonality. 

For just as there is not an absolute separation between the 
liberal and the fine and the useful arts, so neither is there an ab- 
solute separation between art and prudence, between making things 
well and doing things well, for the reason that every making is 
also a doing, and every artist is also and always a man. This fact 
has one consequence in the perennial problem of art and prudence, 
which in turn manifests itself in such areas as those of censorship, 
academic freedom, and technology. It also, though, has another 
consequence beyond such questions as whether it would be pru- 


Sh Seelpa 155; 
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dent to make this particular weapon or movie ot laborsaving device; 
it has the consequence that every conscious act of making makes 
not only the product but also the maker. It is true that the perfec- 
tion of the virtue of art, as such, is in the thing made rather than 
in the maker, that it is possible to be a good artist and a bad man 
or a bad artist and a good man. But the good artist is a bad man, 
if he is, in spite of and not because of his artistic ability. For in 
the natural order we are what we do, in the sense that it is through 
repeated actions, including those of making, that we develop those 
habits that in sum form what we call our character, Making, like 
all the other things that we do, has an effect on us as well as on 
the medium in which we work, an effect on our intellectual and 
volitional and emotional and even physical life. This is why do- 
it-yourself projects are so often prescribed as a form of therapy, 
and why adult education classes in handicrafts are swamped with 
applicants even though the things made could be more easily and 
cheaply bought as the product of a machine, For there is a deeply 
human joy in making, a joy that springs from the use and the 
consequent development of human powers; to make a thing well 
is, supposing it to be a thing worth making, something that is 
proper to men and something that makes them, to that extent, 
better men. 

It is this truth that John Dewey has in mind when he insists 
that vocational training in schools should be not only—and even not 
primarily—to enable the student to get a job as a result of such 
training. It should rather be carried on for its immediate benefits 
to the student, for what it enables the student to be rather than 
to do. Vocational education, as Dewey sees it, is a part of what 
has been described above as liberal education, though he would 
not use that terminology because of his misconception of the notion 
of liberal education. Another result of this broad and human con- 
ception of vocational education that Dewey has would be to rescue 
the student from a narrow specialization that would effectively 
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condemn him to one type of occupation for the rest of his life, to 
the atrophy of personal powers, and to permanent economic and 


social subservience.®? 


Manual Work in a Liberal Education 


A mote recent consideration of the same subject, and one 
which refers to Dewey’s earlier work, is that of John W. Donahue, 
S.J. He points out that “the official cultural tradition, especially 
in its academic form, has been dominantly intellectualistic in a 
rather constricted sense... . But if culture is defined exclusively in 
these terms, the workman is left to sink with his labor below the 
level of the fully human.” ** Manual work, he insists, can be part 
of a liberal education: “For if the demands of craftsmanship chal- 
lenge any workman to reflect, plan, choose, and endure, then they 
too are liberalizing, for they nurture the uniquely human powers 
of thought and free choice.” 3? 

The school, Father Donahue continues, cannot give the pri- 
mary place to vocational education, but it can do a number of 
things. First, it can acquaint its students with the existence of 
various careers, including those in science and technology; it can 
develop “a philosophical and theological understanding of work 
itself,” including a consideration of social questions involving 
labor. At the high school and college level this theoretical ap- 
proach could be made in courses in “history, sociology, ethics, and 
theology.” Second, the school can “find place for education 
through work,” through shop work and hobby clubs that make no 
attempt to reproduce the exact conditions of contemporary indus- 
try, for “The detailed division of labor, so fruitful for mass output, 


°° Dewey, Democracy and Education, pp. 358-374- 

31 Work and Education (Chicago: Loyola University 
Press, 1959), p. 17. Reprinted by permission. 

82 Tbid., p- 204. Reprinted by permission. 
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is pointless when the workman’s own development is the aim.” At 
the elementary and especially at the secondary level this formation 
could be aimed at through such activities as home economics, wood 
and machine work, and pottery making.” 

Granting that vocational education is susceptible of a broader 
meaning than is generally given it and that what are usually called 
vocational subjects can and should be liberally taught, there remain 
some further and related questions. Should vocational education 
in the sense of direct preparation for a particular occupation be the 
concern of the school? If so, of what kind of school, at what level, 
in what occupational areas? Is such occupational training com- 
patible with a liberal education? * 

On the elementary level there is or should be no problem. To 
these years belong the formation of the basic skills and the acquisi- 
tion of the basic information that make possible progress in any 
field of knowledge. It is true that the reading and writing and 
reckoning learned in the elementary school are practically indis- 
pensable in the earning of a living; but this fact is accidental to the 
knowledge, which remains speculative considered in itself. 

On the secondary level, as we saw above, Dewey opposed job 
training for two reasons. The first was that specialization too early 
in life, before the student had a real chance to discover his apti- 
tudes and interests, would result in the forced growth of one set 
of powers and the neglect of other and as yet unsuspected ones, 
with the consequent impoverishment of the student’s intellectual 
and aesthetic life. The second reason was that another result of 
such early specialization would be to condemn the student, for 


° Ibid., pp. 205-210. 

*t See Edward M. Bridge, M.D., “The Relationship be- 
tween Liberal and Professional Education,” Educational Rec- 
ord, 37 (October, 1956), 267—276; Harlow H. Curtice, “In- 
dustry and Education in a Free Society,” The Journal of 
Higher Education, 26 (October, 1955), 357-360, 399-400: 
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lack of the required schooling, to an occupation that would tie him 
to a low social and economic status for the rest of his life, thus 
hardening the existing division of social classes and effectively pre- 
venting what afterwards came to be called vertical mobility. 

Both of these objections have force, though the first one is 
perhaps somewhat less valid today than it once was because of the 
expansion of methods of testing and guidance. What remains 
true, however, is that each person has a right to the opportunity 
to develop his capacities to the extent of his ability and interest 
so that his future life, as a human being and as a member of the 
city of God and the city of man, may be as rich and as rewarding 
as possible. When the limit of that capacity or interest or both 
has apparently been reached, it might be better to accommodate 
the students concerned in special classes until they have reached 
the legal school-leaving age rather than use shop or home economics 
or secretarial courses as dumping grounds, to the detriment of 
those students who would otherwise receive a better vocational 
education. Those who lack the money or the desire to go to col- 
lege, and who want some technical preparation to help them get 
started in a highly competitive economic order, may reasonably 
look to the secondary school to provide that preparation along with 
as much liberal education as the circumstances permit. They may 
also reasonably expect that these vocational classes will be con- 
ducted on a high level, for on the proficiency of their instruction 
will depend in large measure the future course of their lives. The 
precise organization of the schools in which this instruction would 
be given is a matter that would depend largely on local circum- 
stances. What seems clear is that a considerable number of stu- 
dents in high school have a genuine need, for one reason or another, 
of vocational training at a level of competence that will enable 
them to get and hold a respectable position in business or industry. 
It is true that in a society dedicated to social as well as to political 
democracy no able and willing student should miss the opportunity 
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for a college education because he cannot afford its costs. But it 
is also true that even in this society the ideals of social democracy 
are not as yet fully realized. Dewey’s (and others’) objections 
to job training in the high school are sound as far as they go, but 
they overlook the needs of some real people in the real world. Job 
training for those capable of a more humanistic education does 
indeed mean that some of their capacities will be less fully de- 
veloped than they could and should be; it also means that most 
of the higher positions in the economic order will be permanently 
closed to them because they lack that union card which is the 
college degree. It was, however, long ago pointed out that men 
must first live before they can begin to live well, and they are not 
as likely either to continue intellectual pursuits or to rise in the 
world economically if the high school denies them any job training 
and then turns them into a world in which the first thing they need 
is a job, and as good a one as possible. Vocational education in 
the sense of job training has a place in the secondary school. 
Further, for most girls of high school age, the occupation 
called homemaking is either an immediate or a remote prospect. 
Many of them learn such arts as cooking and sewing at home, but 
many of them do not. In any event, a professional teacher may 
well add much to the earlier home apprenticeship. Whether the 
glossy, automated equipment often available for home economics 
instruction is the best preparation for working with what a young 
couple’s budget can afford is another question. But that such in- 


= The problem of employment is especially acute for 
these young people. Unemployment among those under the 
age of twenty-five is double the average for all workers; see 
U.S. News and World Report (Dec. 4, 1961), g1. CÉ. 
Naomi Barko, “Dropouts to Nowhere,” The Reporter, 26, 7 
(Mar. 29, 1962), 34-36; James Bryant Conant, Slums and 
Suburbs (New York: McGraw-Hill Book Company, Inc., 
1961), PP. 33-53: 
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struction should be made available to those students who need and 
want it seems a reasonable proposition, especially if family life is as 
important as we say it is,38 


Vocational Problems of the Liberal Arts Graduate 


On the college and university level, schools of medicine, law, 
architecture, engineering, and many others have long ptepared 
students for the technical requirements of specific occupations. 
Vocational education on this level differs from that on the secondary 
level largely by the intellectual content of the sciences, chiefly 
mathematical and natural, that underlie instruction in these pro- 
fessional fields. Society needs scientists and professional men, and 
it needs them trained at the highest possible level, that is, at the 
university level. Society also needs liberally educated men, and, 
again, it needs them educated at the highest possible level. The 
members of the first group have few worries concerning employ- 
ment after graduation, for their professional education is also voca- 
tional education in the sense of training for a specific occupation. 
The members of the second group have considerably more worries, 
for their education has usually not trained them for any specific 
occupation.*7 It is widely known that liberal arts graduates have 
a harder time finding employment than their technically trained 
counterparts. It is almost as widely acknowledged that the cul- 
tivation of the liberal arts and sciences is the very condition of the 
life of Western civilization. Yet industry continues to hire spe- 
cialists, with an eye only to the present, and liberal colleges con- 


36 For an uncompromising contradiction of this position, 
see Mortimer J. Adler, “Labor, Leisure, and Liberal Educa- 
tion,” Journal of General Education, 6 (October, 1951). 

31 The remainder of this chapter is adapted from Herbert 
Johnston, “Can Liberal Arts Students Get Jobs?” Columbia, 
34, 1 (August, 1954), 6, 17-18. Reprinted by petmission. 
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tinue to train nonspecialists, with an eye only to the past. Both 
the colleges and industry can do something about this situation; so 
far, though, neither has done much but talk. 

A recent news release from a university placement bureau 
listed, for the information of aspiring students, the firms whose 
representatives would shortly visit the campus to interview prospec- 
tive employees. Reading that release must have been a pretty 
discouraging experience for the liberal arts students, though possi- 
bly not a novel one. Physicists, chemists, and engineers of every 
variety were in eager demand; but the market was a bit slow for 
historians, for philosophers, for linguists. Those who had devoted 
four truly Precious years to some beginnings of the development 
of wisdom may have wondered whether their devotion to the specu- 
lative virtues, to the humanizing disciplines, had been such a good 
idea after all. 

For the hard fact remains that even the pursuer of wisdom 
must eat, and, if he has given hostages to fortune, so must his 
family. Without the necessities and some degree of the comforts 
of life, the ordinary man finds truly human living so very difficult 
as to be practically impossible. Worrying about the fuel bill while 
he lives the glory that is Shakespeare is apt, in time, to dim even 
that glory, to kill even that life, in the harsh demands of immediate 
existence, 

Certainly, wealth is not the end of human life, though too 
many people live as though it were. But it remains one of the 
means to that end and, ordinarily, an indispensable one. Material 
goods are important to men because they supply their material 
wants and thus allow them that sufficiency and independence of 
the demands of the body that are prerequisite for the pursuit of a 
really human life. It is true that men are not beasts, and when 
their bodily needs and comforts have been looked after, they have 
secured the opportunity to live as men but have not yet begun to 
do so. Neither, however, are men angels, disembodied spirits; 
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and without enough wealth they cannot develop their intellectual 
and moral capacities and achieve a properly human perfection. 

One sometimes wonders if this last fact is sufficiently realized 
by those who, from the comparative safety of established positions 
within an academic organization, eulogize the benefits of an ex- 
clusively liberal education. It is true that the end is more impor- 
tant than the means, and that the means exist only for the sake of 
the end. But it is also true that the means must be there before 
the end can be reached. It is true that living is more important 
than making a living, and is the only reason for making a living. 
But it is also true that for most men it is necessary to make a living 
before giving much attention to the good life. It is true that, other 
things being equal, the liberally educated man will be the better 
because the more humanly developed man; that he will be the 
better because the more critical and mature citizen. But it is also 
possible that, disappointed and embittered by years spent on an 
economic treadmill, he may simply give up the effort for the good 
personal life, the good family life, the good civic life as beyond 
his tired powers. It is questionable whether that man could afford 
a liberal education and could profit from its very real advantages. 

Happily, business is increasing its help to education. Further, 
and still more happily, industry’s interest in the higher learning 
extends beyond the more technical fields into that of the liberal 
arts and sciences. There are many and increasing examples of 
industries granting full scholarships for liberal as well as for tech- 
nical education. There is, however, a further question. When 
the fortunate young men and women who received these scholar- 
ships are ready to graduate, will the companies that educated them 
be willing to hire them? In spite of what it bears upon, the ques- 
tion is not academic. For notwithstanding the good words of busi- 
ness executives, backed up to some extent by the good deeds of 
their scholarships and research grants, the lot of the liberally edu- 
cated man in today’s labor market is not a happy one. 
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The university employment bureau, numerous follow-up stud- 
ies, and almost anyone's casual observation tell the same story. 
Technically trained male college graduates—engineers, chemists, 
physicists, and mathematicians—are hired in the greatest numbers 
and at the highest salaries because in the North America of the 
latter twentieth century there is greatest demand for their services. 
From colleges of business administration, students trained in ac- 
counting have the best employment opportunities, with those tak- 
ing finance, marketing, and business organization trailing. Bring- 
ing up the rear, badly handicapped in the economic race, come the 
graduates of the liberal college. There are jobs for these men and 
women, sometimes at quite attractive starting salaries, but they 
must seek the job rather than having it seek them. And they 
must sell themselves on the basis of personality, part-time experi- 
ence, and extraclass activities, not on the basis of their college 
training. 

It makes no difference what they majored in, except that some 
fields will do them less harm than others. Philosophy majors may 
disguise the inauspicious truth by emphasizing their study of psy- 
chology, and hope for some form of personnel work. English 
majors, discreetly concealing Chaucer, may talk fluently about the 
arts of communication, and hope for an opening on the company 
house organ. Most of them, though, just hope. Whatever type 
of employment they finally stumble into, liberally educated gradu- 
ates can, at least on the basis of their formal education, expect to 
start at less money than their vocationally educated brothers, and 
receive fewer and slower promotions. 

For twentieth-century America is not nineteenth-century Eu- 
rope. It took one kind of education to prepare the sons of the 
landed or mercantile aristoctacy for positions of civic responsibility 
in local or colonial administration while they lived off inherited 
wealth. It takes a somewhat different kind of education to prepare 
the sons of the ordinary American family for competition in an 
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economic order in which they must earn their own and their family's 
living. And it is simply dishonest to pretend chat nothing has 
changed since Newman wrote, and that the average student enter- 
ing a liberal college is not immediately taking on himself a heavy 
financial sacrifice, perhaps a heavier one than he can afford. 

Yet it is still true, and will always be true, that man does not 
live by bread alone. The exclusive concern with things material 
does not make a good human being, a good husband and father, 
a good citizen. It is still true that liberal knowledge is good in 
itself because it is an end and not just a means, worth haying for 
what it enables a man to be and not just todo. And the only point 
of doing, in the long run, is to be somewhat better than one was 
before. A technological civilization that loses all contact with its 
spiritual roots is headed for that horror described by Aldous Huxley 
and George Orwell. 

Liberal colleges exist to preserve, develop, and transmit cer- 
tain ideas and values which are the very breath of life to a free 
society. But these ideas and values do not exist in a vacuum. 
They do not even live in great books. They come alive only in 
human beings, in men and women who treasure them and extend 
them and lovingly hand them on, In men and women who build 
and maintain free societies with them. In men and women who 
must also eat before they do much else, and who find that in to- 
day's labor market a liberal education is a real handicap. 

One way to pretend to solve a problem is to ignore it, and this 
is the easy road that has been taken by many of those professionally 
engaged in the liberal education of the young. Knowing the na- 
ture of man, of the human person to be educated, these teachers 
rightly argue that a liberal education is the one most fitted to his 
nature, the one which will best develop his truly human capaci- 
ties, that will incidentally make him a better businessman and a 
better citizen because it first makes him a better man. 

What they overlook are some of the implications of the fact 
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that human nature is always realized in particular men who live 
in particular circumstances of time and place and must work out 
their human lives and aim at their final end within those circum- 
stances. And much as liberal educators may deplore the fact, 
and in many respects rightly deplore it, the stubborn fact remains 
that in the America of the latter twentieth centuty the liberally 
educated man, the man who cannot lay claim to some technical 
specialty at graduation, is under a handicap in relation to economic 
opportunities that very few can fully overcome in a lifetime of 
striving. And since economic opportunities are important not 
only to individual physical comfort, but to the possibility of de- 
veloping fully as a human person, liberal educators may be con- 
tributing to the defeat of their own purpose. 

It works both ways. Let us say that a businessman works 
very hard in order to make enough money for his family to enjoy 
the material basis on which to build a really good family life. 
Somewhere there comes a point, the point of diminishing returns, 
at which his continued absence from home on business, his con- 
tinued inability to share personally in family life, will do his family 
more harm than the opportunities for good afforded by the money 
earned by that extra work. There comes a point at which too 
much of a good thing defeats its own purpose. In the same way 
a liberal education, designed to make a better man and hence a 
better citizen, may take so much of the student’s time in equipping 
him for the good life that it leaves him no time to equip himself 
to make a living. And unless he can make a living, his chances 
of tasting the good life are slim. Again, too much of a good thing 
defeats its own purpose. 

Another way to pretend to solve a problem is to surrender to 
its difficulties and give up the fight. There are many people who 
for many reasons are ready and even eager to throw overboard the 
task of cultivating the intellect, of fostering a consciousness of the 
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spiritual roots of our civilization, of keeping alive a vision of man 
as something more than a maker and a minder of machines. 

One reason is the anti-intellectualism that has always been a 
part of the American outlook, stemming both from a vigorous 
conviction of the benefits of material productivity and from a con- 
fusion concerning some of the implications of democratic equality. 

Another reason is the subtler anti-intellectualism of the pro- 
fessional educators themselves. Many of these, confusing liberal 
education with the pseudointellectualism of such a period as the 
Enlightenment, despair of the unaided human reason in the face 
of the terrifying problems facing man today. They fail to remem- 
ber that the human reason need not remain unaided, but that the 
very faith to which they would turn, whether in divine or in hu- 
man things, becomes itself a blind fideism when divorced from 
human intelligence, fatal alike to human reason and to true faith. 

Still another reason is simply the general weariness of men 
engaged in what is certainly a long battle and what looks like a 
losing one, at least for the present. Men may be convinced of the 
value of a liberal education in the abstract, but understandably 
reluctant to pay the personal price, and to ask their wives and chil- 
dren to pay it, to keep in existence the spiritual and intellectual 
capital that other men squander recklessly to their individual mate- 
rial advantage. The temptation to sell out is almost overwhelming. 

Yet there need be no sellout, no abandoning of liberal edu- 
cation, just as there need be no blinking of the unpleasant con- 
temporary facts. Both the liberal college itself and the business 
community can contribute to alleviating the situation. 


How the College Can Help 


So far as the college is concerned, there seem to be two possi- 
ble lines of action. One is to keep the liberal arts college in a large 
university, but to emphasize its function of providing liberal in- 
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struction for the students in the professional schools of the uni- 
versity. These professionally trained men and women form the 
group from which, at least for the immediate future, the leaders 
of our technologically oriented society will largely be drawn, and 
it is imperative that they receive as much truly liberal education 
as possible along with their necessary technical training. And it 
is also imperative that, for this purpose, a strong liberal college 
exist in the university, within which its faculty may be at home 
in an intellectual atmosphere conducive to study and thought in 
the liberal tradition, and from which they can carry the results of 
such scholarly work to instruction in the professional schools as 
well as in their own college. 

Another possible line of action, and one more suited to the 
small liberal college which is not part of a larger university, is to 
compromise the traditional liberal training to the extent of includ- 
ing some frankly vocational instruction aimed at enabling the 
graduate to compete on somewhat more even terms in the labor 
market. This last expression falls under the heading of offensive 
language to some of the more delicate-minded teachers in liberal 
colleges and to the fledgling aesthetes who look up to them and 
ape their attitudes, Yet even these students must find employ- 
ment when their years of schooling are over, and some modicum 
of vocational education might prove helpful in the process. In- 
cidentally, if they could observe their revered instructors jockeying 
for place and power and pay within the academic marketplace, 
they might be more likely to admit the possible compatibility of 
a liberal education and consciousness of the economic facts of life, 
of a liberal college and the existence of vocational courses within 
that college. It is true that these vocational courses have no place 
in a liberal college as such; but without them the small liberal col- 
lege may come to have no place in our contemporary society. And 
without the values that the liberal college represents, our society 
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will not long remain. The first line of action seems preferable, in 
that it keeps intact the liberal character of the college within the 
university; but the second course scems to be the only one possible 
for the smaller college. 

It is essential, however, that the compromise be recognized 
and acknowledged for what it is, and that courses directed to an 
immediately practical end not be called liberal—something they 
are not. Teachers and administrators of a liberal college will do 
themselves and their students no good by invidiously contrasting 
liberal and vocational studies, or by a superior attitude toward bread- 
and-butter subjects. Neither, on the other hand, will they do any 
good by confusing the two areas, by pretending to themselves, to 
their students, and to the public that training aimed at getting 
the graduate a decent start in the work of earning his living is the 
same thing as a liberal education. 

It is not necessarily a question of superiority and inferiority; 
it is a question of difference, of seeing that one thing is not another. 
Vocational training dressed up under any other name is still voca- 
tional training. In itself it is good, and for most young Americans 
in the latter half of the twentieth century it is probably necessary. 
But it is not liberal education, and confusing the two will only lead 
to the gradual loss of the notion of what a liberal education is, to 
the drying up of the spiritual springs from which its values rise, 
and finally to the conversion of America into a mechanized Sparta, 
with Sparta’s inevitable fate. 

Whar the liberal college can do, then, will depend on its situa- 
tion. The college which is part of a large university might con- 
centrate more of its work on the students in the professional schools, 
The college which is not so situated might include in its curriculum 
a certain number of vocational courses. Perhaps neither policy is 
ideal; but at least each is designed to face contemporary facts real- 
istically and to grapple with a real problem. 
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Only Business Can Do the Hiring 


Business, however, as well as the college, must face these facts 
and must grapple with this problem, for the whole community 
and not just the school is affected. The gradual decline of the 
liberal college, its losing battle against the spirit and the circum- 
stances of modern America, should be a source of profound concern 
to all who think beyond today's dividend and tomorrow's vacation. 

In the light of this stubborn problem, what becomes of indus- 
try’s acknowledgment that it needs liberally educated men, and 
of its increasing willingness to underwrite their education? It has 
been frequently remarked that, whereas the top brass and elder 
statesmen among business executives are busily deploring the em- 
phasis on specialization in education and calling for more broadly 
educated men in business,” their personnel recruiters are just as 
busily hiring specialists and neglecting the nonspecialists. The 
elder statesmen can afford to sit back and take the long view; their 
harried personnel men do not have time to read the articles in which 
that view is expressed, 

There is a certain irony in the situation. Our society is based, 
in the economic order, on the principle of capitalism, on the idea 
that it is necessary to use part of the harvest for seed, part of the 
profit for investment, else there will be no further harvest and no 
further profit. We are smart enough not to kill the goose that 
lays the golden egg, and are somewhat arrogantly conscious of the 
fact. At the same time, by putting real economic and social bur- 
dens upon the graduates of our liberal colleges, by effectively dis- 
couraging the more able members of our society from entering 
these colleges, we are recklessly spending our spiritual and intellec- 
tual capital with no thought of renewal. It is the same mentality 


* See, for example, Clarence B. Randall, “The Myth of 
the eee Dun’s Review, 76, 5 (November, 1960), 
34730. 


186 


Liberal and vocational education 


that, until recently, neglected conservation of natural resources, 
with the disastrous results that have long worried thoughtful men. 
It is time for the neglect of our intellectual resources to be brought 
to a halt before there is nothing left to conserve. 

Conservation, unfortunately, involves sacrifice. The potatoes 
that we plant this spring we did not eat last winter, and we may 
occasionally have been hungry. The young trees that we spare 
for future growth are not available for present building needs, and 
we may now have a smaller house. The young men and women 
that we educate liberally are not, immediately upon graduation, 
equipped to keep our books or build our highways. Yet the 
capitalistic principle works in one instance as it does in the others. 
And a society that applies the principle in its material life should, 
to be consistent, apply it also in its intellectual life—if it cares 
about having any intellectual life, and about remaining human 
rather than merely efficient technologically. 

Who is going to pay that price? Who is going to make that 
investment? At present our society is asking its young liberal 
arts graduates to pay the price, while society as a whole, in its eco- 
nomic and its political institutions among others, reaps the advan- 
tages. But he who would reap should also sow. For years the 
personnel representatives have been hiring the technically trained 
college graduates, cheerfully assuming, if they thought about it 
at all, that the liberally educated graduates would find some sort 
of job somewhere, and would continue indefinitely to keep alive 
those abilities and those values without which there would be no 
properly human community, no freedom of enterprise, and no busi- 
ness world. But the supply is running out, and understandably 
so, for the liberal college graduate can recognize the discrepancy 
between the words of commencement day and the deeds of the day 
after. 

Only business can solve this problem, because only business 
can do the hiring. Even if the government subsidized students 
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undertaking liberal studies, the problem of their making a living 
after graduation would remain. Even if business more heavily 
endowed private liberal colleges—and a case can be made for both 
these projects—the same problem would remain. National asso- 
ciations to help corporations choose recipients for their donations 
and councils for financial aid to education are promising ventures, 
but they are only half the battle. Top executives must sce to it 
that their representatives are directed to hire, pay, and promote 
men who cannot, immediately after graduation, perform efficiently 
a certain technical function. An expansion of the existing indus- 
try training programs should help here. 

Perhaps the key lies in what one business executive called 
“talents which can be developed.” Corporations can hardly be 
expected to pay young men just to sit around being liberal. But 
they can reasonably be expected to pay good salaries to young men 
who are serving as business apprentices, who can bring the admitted 
values of a liberal training to the world of business, who form a 
promising and a precious pool of future executive talent. That is, 
if they honestly mean what they say about liberal education. I£ 
they want to protect their growing investment in that education. 
If they really believe in the capitalistic principle. 

For the individual person, liberal education is often a luxury. 
For the nation and for its economy, it is a necessity. 


QUESTIONS 


1. What knowledge is of value for its own sake? Is science 
a part of it? 


2. How can one convince pragmatic-minded students of the 
value of theoretical subjects? 


3- Should the secondary school emphasize preparation for 
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college or preparation for life? Are these necessarily dif- 
ferent? 


. Should all students follow a college preparatory curriculum 


as far as their abilities allow? 


. What are the broad purposes of education in our modern 


society? What difference, if any, does the word “mod- 


ern” make? 


. In a democracy is it possible to give a really liberal educa- 


tion to everyone? 


. What should be the curriculum of a secondary school in 


which the greater number of students will not go to col- 
lege? 


. Is there any difference between a general education and a 


liberal education? 


. What should one teach junior and senior high school stu- 


dents who cannot grasp such things as bookkeeping and 
shorthand? 

What is the specific end of teaching (a) the liberal arts, 
(b) the fine arts, (c) the useful arts? What would be the 
ideal balance among these in the curriculum of the aver- 
age high school? 

Are students justified in attending college for the social 
and economic advantages that such attendance brings? 
Does the teaching of logic have any place in the secondary 
school? In the elementary school? 

Should a student with a very high IQ be permitted to take 
a vocational course? 

Are vocational subjects being crowded out of the secondary 
school curriculum by an undue emphasis on “intellectual” 
subjects? 


chapter seven 


ay 


The Learning and the 
Teaching Process 


One of the most frequently repeated themes of this book has been 
that the term “education” is susceptible of at least four interpreta- 
tions, all of them proper and all of them distinct.! Though the 
professional teacher, to whom these observations are particularly 
directed, must keep all these meanings in mind, his special concern 
will be with the fourth of those meanings, education in the sense 
of classroom teaching. Another repeated theme has been that the 
terms “art” and “science” and “teaching” are likewise susceptible 


1See, for example, in Chapter four the section on Edu- 
cation as a Potential Whole. 
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of several proper but distinct interpretations.” Again, though, 
because of the immediate professional function of the classroom 
teacher, the meaning of teaching that will most concern him will 
be that of intellectual instruction. It is true that there is more 
to education than classtoom instruction and that there is more 
to teaching, at least taken in a broad sense, than helping students 
develop the arts and sciences. Yet the task of the classroom teacher 
is specifically—though, once more, not exclusively—this last task, 
and if he fails in this he fails as a teacher, however admirable he 
may be in other respects. There should, then, be some point to 
our examining as closely as we can what goes on in the reciprocal 
activities of learning and teaching as these apply to the student and 
the teacher in the classroom. 


THE DE MAGISTRO OF ST. THOMAS AQUINAS 


A useful instrument for such an examination is provided by 
the small work, De Magistro (Concerning the Teacher), which 
forms one question of a larger work entitled De Veritate (Con- 
cerning Truth).* St. Thomas is here concerned directly with the 
intellectual rather than the moral, with the true rather than the 
good, with teaching and learning in the sense of the acquisition of 


* See above, p. 67. 

* Quaestiones Disputatae, vol. I ( De Veritate), Spiazzi 
ed. (Turin: Marietti, 1949) , qu. 11. A convenient edition 
and English translation of the De Magistro, including an 
pS le by James Collins, is The Teacher (Chicago: 

ateway Editions, Henry Regnery Compan , 1953 and 1 : 
A later Gateway Edition, The Teacher The 7, ie WE 
a second question from De Veritate and has a new introduc- 
tion. It will be taken for granted here that the divisions 
called questions and articles are familiar to the reader. If 


they are not, he might usefully consult Collins’s introduction 
mentioned above. 
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knowledge and the development of intellectual virtues. Indeed, 
his examples throughout the four articles of the question suggest 
that he was thinking of learning and teaching in terms of the de- 
velopment of that virtue which is science. It would, though, be 
a mistake to consider that the example which St. Thomas con- 
sistently uses is anything more than an example, to consider that 
in his doctrine the only knowledge really teachable is scientific 
knowledge. 

The history of the problem to which the first article of De 
Magistro is addressed is too complex to be considered here. In 
general, it concerns the efficacy of secondary causes, the question 
whether a merely created cause is truly a cause or whether the only 
real causality in the universe is exercised by God. In particular, 
it concerns the question whether that creature who is a human 
being can really teach another human being, or whether God alone 
can properly teach and should alone be called teacher or master. 
Consistently with his Aristotelian tather than Platonic view of 
reality, St. Thomas takes the position that secondary causes are 
really efficacious, that they can properly be said to bring results 
into being, and that one man can truly teach another in the sense 
of causing him to know the truth. 

There are, however, causes and causes. St. Thomas sees God, 
of course, as the primary cause of human knowledge because He 
is the primary cause, the creator, of man’s intellectual nature; 
without God there would be no one who could know and nothing 
which could be known. In creating man, however, God has made 
a being who, though only in a secondary manner, can do his own 
learning and his own knowing. Hence a man who learns can 
be called a secondary principal cause of his own learning—secondary 
because he depends on God for the possession of his intellectual 
power, but principal because that power does allow him truly to 
learn and to know. Finally, a teacher is a secondary instrumental 
cause of someone else’s learning—secondary because he too is a 
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creature and receives his ability to be any kind of cause from God, 
and instrumental not because he is himself an instrument but be- 
cause he can furnish instruments or aids which will make it easier 
for the student to learn. God, then, is the primary and principal 
teacher and the primary cause of knowledge in the student; the 
student is the secondary but principal cause of his learning, for, 
unless he performs the necessary intellectual operations, nothing 
happens; the human teacher is a secondary and merely instru- 
mental cause of learning, though he is also, in many situations, 
an indispensable one. This, briefly, is the position on teaching 
and learning that St. Thomas is going to explain and defend in 
this brief question on the teacher. The rest of this section will 
be devoted to a sort of running commentary on selected parts of 
that question in an effort to make as intelligible as possible the 
soundest examination of this problem that I know.* 


Acquisition of Knowledge 


After explaining, in the body of the first article, what his 
position is on the efficacy of secondary causes, St. Thomas proceeds 
to apply his doctrine to that particular example which is the acquisi- 
tion of intellectual knowledge. The beginning of human knowl- 


* Another commentary on the same work is that of Fran- 
cis C. Wade, S.J., “Saint Thomas Aquinas and Teaching,” 
in Donald A. Gallagher (ed.), Some Philosophers on Educa- 
tion (Milwaukee: Marquette University Press, 1956), pp- 
67-85. Cf. Vincent E. Smith, The School Examined: Its 
Aim and Content (Milwaukee: The Bruce Publishing Com- 
pany, 1960), pp. 1-33. For an illuminating consideration 
of the subject from the point of view of an experienced and 
perceptive teacher, see Gilbert Highet, The Art of Teaching 
(New York: Alfred A. Knopf, Inc., 1950) ; for the same 
kind of consideration from the point of view of a psycholo- 
gist, see Jerome S. Bruner, The Process of Education (Cam- 


bridge, Mass.: Harvard University Press, 1960). 
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edge, he reminds us, lies in the possession by men of that virtue 
called understanding,® through which we are enabled to grasp im- 
mediately the concepts and propositions which, themselves self- 
evident, form the principles from which we proceed to further 
knowledge which is not self-evident. In a certain way, then, it 
can be said that all further knowledge is contained in these general 
principles, as the developed organism is contained in the seed. 
The seed, however, is the organism only potentially, not actually; 
the process of development is still necessary before that potentiality 
can be actualized. More particular knowledge of reality is con- 
tained only potentially in such self-evident principles as the notions 
of being or of unity or in such propositions as that a whole is greater 
than any of its parts; a process of development is necessary before 
that potentiality can be actualized. This process, carried on by 
one who learns, is the acquisition of further knowledge. 

Observe the order of the stages in St. Thomas's argument. 
First, though briefly and taking for granted on the reader’s part 
some familiarity with his reasons for such a position, he establishes 
the efficacy of secondary causes and the possibility of creatures as 
well as the Creator bringing into being effects of their own. Then 
he narrows his concern to that particular effect which is acquired 
knowledge, establishing the position that there is such a thing as 
natural knowledge and the natural acquisition of truth, that men 
can really be said to learn for and by themselves. Finally, in con- 
sidering this acquisition of knowledge, he reaches first the possi- 
bility of learning and only afterwards the possibility of teaching. 
For there can, as St. Thomas sees it, be learning without teaching, 
but there cannot be teaching without learning. In the process of 
learning, once more, both student and teacher ate real though only 
secondary causes; but the student is a principal secondary cause 
whereas the teacher is only an instrumental secondary cause. 


5 See in Chapter three the section on Intellectual Vir- 
tues, 
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To return to the notion of the actualizing of more particular 
knowledge from the general principles in which it is contained 
only potentially, St. Thomas points out that there are two ways 
in which one thing may be said to exist in another potentially, 
One is what he calls active potency, in which situation the poten- 
tiality can be actualized without the intervention of any outside 
agency. In this way a man who is ill, and in whom health exists 
only potentially, can become well, can have that potentiality 
actualized, simply by the natural forces inherent in his body. The 
other kind of potentiality is what St. Thomas calls passive potency, 
in which situation the potentiality in question cannot be actualized 
unless by the intervention of an outside cause. Thus, air does not 
ignite spontaneously, but requires the application of some form of 
heat for the actualization of this potentiality which it has. 

In the first instance, no outside agency is required for the 
bringing into actual being of what previously existed only poten- 
tially. But the help of an outside agency is not necessarily ruled 
out. The human body tends naturally toward health and has 
its own forces for fighting disease. There is still, though, a place 
for the physician, What he can do is to assist nature, to provide 
aids by which the natural forces of the body may more readily 
Operate in overcoming disease and bringing into actual existence 
the physical health which existed only potentially as long as the 
man was ill. It is still, though, the body itself which is the prin- 
cipal cause of the alteration; the physician is only an instrumental 
cause in the actualizing of what is already an active potency. In 
the second instance, in which an outside agency is always required, 
that agency itself is the principal cause of the actualizing of what 
is only a passive potency. Thus, in the example, heat is the prin- 
cipal cause of the igniting of air, which is not spontaneously com- 
bustible. 

In which of these kinds of potentiality should we place the 
new knowledge which men are capable of acquiring but have not 
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yet acquired? St. Thomas maintains that this knowledge exists 
in people in active potency, and as evidence points to the fact that 
the process of discovery exists, that men do learn by their own 
efforts and without the aid of others. The relatively ignorant per- 
son, then, is like the relatively ill person; his natural powers enable 
him to become well. But just as the natural process of healing 
can be aided by the work of a physician, so can the natural process 
of learning be aided by the work of a teacher. 

When art is called upon to aid nature, it does so by imitating 
nature. The human body tends by nature to correct a chemical 
imbalance within it, and the physician prescribes by his art medi- 
cine to assist this correction and to make it more certain, The 
human mind tends by nature to acquire new knowledge by the 
process of discovery, and the task of the teacher is to use teaching 
methods to bring the student to acquire new knowledge in the 
same way in which he discovers it for himself. The teacher is an 
instrumental cause of knowledge as the physician is an instru- 
mental cause of health; the student is a principal cause of knowl- 
edge as the patient is a principal cause of health. 


The Teacher as an Instrumental Cause 


In the example of teaching which St. Thomas gives, he is 
evidently thinking of that knowledge which is demonstrated, sci- 
entific, and even deductive in nature; yet there seems to be no 
reason to suppose that he is using this as anything more than an 
example, the clearest but not the only one, of learning and teach- 
ing. In the process of discovery, he continues, the one who learns 
for himself starts from general and self-evident principles, and then 
reasons to particular conclusions which were implicitly contained 
in the principles. Using these conclusions, in turn, as the prin- 
ciples of further reasoning processes, he arrives at yet further con- 
clusions. What a teacher does is to use signs of some sort—oral, 
written, pictorial, etc.—to show the student how to go through 
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those reasoning processes. These signs are instruments which the 
student uses to enable him to carry on the reasoning process that 
would be called discovery if he did it without such instrumental 
aids. In furnishing these instruments, the teacher can be called 
an instrumental cause of the student’s new knowledge and of his 
developing ability to acquire further new knowledge for himself. 
It is the student’s own reason which arrives at the conclusion, for 
no one can know for him; yet the teacher really teaches by supply- 
ing the instruments which the student uses. It is the patient's own 
physical and psychic forces that bring about his cure, for no one 
can be well for him; yet the physician really heals by supplying 
the instruments that the patient uses in becoming well. The job 
of both the physician and the teacher is to make himself superflu- 
ous. As the physician really causes health in his patient, so the 
teacher really causes knowledge in his student, even though the 
knowing itself—an active rather than a passive process—must be 
done by the student. 

Still thinking of the virtue of science as his example, St. 
Thomas goes on to say that even when the result of teaching and 
learning is not scientific knowledge, but rather opinion or faith, 
this result too is in some way related to the first principles of knowl- 
edge. And since these principles of all further knowledge are 
evident to us through the power of that reason which God gave us 
at our creation, God can be called our primary and interior teacher, 
for He gave us the natural powers through which alone we can 
come to know anything. Yet a human teacher is still a teacher; 
to teach is an analogical term. 

This is the position that St. Thomas develops in the body of 
the first article, his formal statement of the reason why a human 
teacher can properly be called a teacher, Further light may be 
shed on this position and on some of its implications by a considera- 
tion of some of the objections raised against it and by the answers 
that St. Thomas gives to those objections. 

The third objection concerns the signs that the teacher is said 
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to use as the instruments by which the student acquires new knowl- 
edge. The difficulty is that when a teacher proposes signs to a 
student, the student either knows or does not know what the signs 
represent. If he already knows what they represent, he is not 
learning anything new and is not being taught. If, on the other 
hand, he does not know what the signs represent, he cannot under- 
stand them and thus cannot learn anything new from them. In 
either instance he does not learn and is not taught. If, then, the 
work proper to a teacher is the presenting of such signs, no man 
can teach another. 

The answer given is that in different ways we both know and 
do not know what the signs in question represent. We may, for 
example, know very little of the nature of man, that is, very little 
of the reality designated by the term man, which is a verbal sign 
of the reality. Yet we have had enough experience to know 
roughly that there are beings so designated, that they are living 
things, and probably more. From this beginning we can go on 
to learn more of the nature of man by whatever further signs the 
teacher may use. Again, if we are led to see that a certain con- 
clusion is true and why, we at least understood previously the 
meaning of the terms which constitute its subject and predicate, 
though we still had to be brought to grasp the relationship between 
them. All teaching of new knowledge builds on the existence 
of previous experience, and ultimately on discovery which the stu- 
dent has made for himself. Teaching does not and could not 
begin from something absolutely blank; if there could be no dis- 
covery from previous personal experience there could be no sub- 
sequent teaching. But all students have some knowledge of their 
own as they come to their teachers, and it is this fact that the ob- 
jector has overlooked. 


The Student as the Principal Cause 


The sixth objection argues that knowledge is an accident 
which, as an accident, does not change the subject, the knower, 
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in which it inheres. But teaching, as described above, consists 
in the transferring of knowledge from teacher to student, a process 
that does involve a change by way of addition on the part of 
the student. If this is teaching, then, one man cannot teach 
another. 

This, however, is not teaching as St. Thomas understands and 
has explained it. The teacher does not take something that he 
has and implant this thing in a student; he does not pour something 
into a passive receptacle. Rather, by teaching, he brings the stu- 
dent to go through the same kind of process that the teacher went 
through when he learned whatever is in question. Thus the stu- 
dent’s knowledge is like the teacher's, for both know the same 
thing and probably learned it in much the same way. Yet the 
student has still and necessarily done the learning; he is still the 
principal cause of that learning. What he formerly knew only 
potentially he now knows actually, and his teacher has been the 
instrumental cause of the change. For the student is changed 
accidentally, though not substantially; he is still the same person, 
but now he knows more than he did and can better gain still fur- 
ther knowledge, The objector’s misconception of teaching makes 
the teacher the principal cause of the student’s learning. This is 
an error that progressive educators have fought with pretty sub- 
stantial success, and it is to their credit that they have done so. 
Every great theorist of education, however, has known that the 
student is the principal cause of the learning process, and it is 
unfortunate that a general weakness in history has often led this 
modern rediscovery to be mistaken for an original vision. 


The Teacher As an Essential Cause 


A similar difficulty, similarly handled, is raised in the eleventh 
objection. Knowledge, the argument goes, involves a representa- 
tion of things in the soul of the knower. But if one man could 
impress these representations on the soul of another man, he would 
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be doing what only God has the power to do. Only God, then, 
can really be said to teach, 

St. Thomas’s reply is much the same as the one he gave to the 
previous objection. The representations in question, he says, are 
caused in the soul of the learner directly by his own intellect and 
only mediately by the teacher. Things existing in the external 
world can properly be said to cause knowledge, though the intellec- 
tual power of the knower is the principal cause. In the same way 
the words or other signs that the teacher uses can properly be said 
to cause knowledge, though the intellectual power of the knower 
is, again, the principal cause. Once more, the various contribu- 
tions to the teaching-learning process are compared and contrasted, 
with emphasis on the principal role of the learner. 

The answer to the following objection, on the other hand, 
places the emphasis on the contribution of the teacher. The ob- 
jector has cited Boethius to the effect that all that teaching really 
amounts to is the stimulation of someone’s mind. But when you 
stimulate someone to know, the objector continues, you don’t cause 
him to know, any more than you cause someone to see when you 
point something out to him. One man, then, does not really 
cause another to know, and does not teach him in the meaning of 
the term that St. Thomas has been maintaining. 

In his reply to the twelfth objection, St. Thomas argues that 
the comparison of intellectual “seeing” to bodily seeing is inexact. 
When a man sees physically, his ability to see one thing does not 
depend on his having previously seen something else. Indeed, 
he can see any material thing as soon as it comes within his range 
of vision. It is true, of course, that intellectual knowledge which 
is habitually held functions in this same way. For example, a 
person who has already acquired to some extent that intellectual 
habit or virtue called biology can recall to mind any biological 
conclusion that he has previously learned simply by focusing his 
attention on it. He can “see” these conclusions as readily and as 
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immediately as he can see things physically. In both situations 
the only assistance that anyone else could offer would be to direct 
attention to the thing to be seen, by pointing it out or by way of 
a reminder, 

When it is a question, however, of learning something for the 
first time, the comparison is invalid; for, though everything is 
equally visible physically, not everything is equally intelligible, 
ot visible intellectually. Self-evident principles are intelligible im- 
mediately as physical objects are visible immediately; but the more 
particular conclusions can be reached from these principles only 
discursively, step by step, with each step depending on the previous 
one and leading to the next one. And for a man to learn to reason 
thus, to advance from potential knowledge to actual knowledge 
in this way, a teacher is essential, though in what sense remains 
as yet to be seen. The mind is in essential potency to such con- 
clusions, whereas it is in only accidental potency to conclusions 
which it knows habitually but is not at the moment actually con- 
sidering, just as anyone is in accidental potency to seeing things 
which are visible but at which he is not at the moment looking. 
When it is a matter of reaching new conclusions from principles, 
therefore, a teacher really causes knowledge in his student and 
really teaches him. 

Thete are certain difficulties in this position. One is a seem- 
ing contradiction with this article’s insistence on the learner as the 
principal cause of the acquisition of knowledge. In the body of 
the article St. Thomas distinguished between active potency and 
passive potency, the former of which did not require anything 
more than an intrinsic ptinciple to come to actualization, and the 
latter of which did requite more, The example of the former 
was becoming healthy and the example of the latter was the ignit- 
ing of air. Learning was linked with the Grst rather than with 
the second example, and the evidence offered was the observed 


fact of learning by discovery, The cooperation of a teacher was 
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not ruled out, but the point was made that a teacher is not neces- 
satily required, in the very nature of the case, whereas heat is 
necessarily required for the igniting of air. What was there called 
active potency seems to be equated with what is here called acci- 
dental potency, at least to the extent that in both instances that 
outside agent called a teacher is not essential or necessary or indis- 
pensable to the actualizing of knowledge. Again, what was there 
called passive potency seems to be equated with what is here called 
essential potency, for in both instances an extrinsic agent is re- 
quired or necessary ot indispensable for the actualizing of potential 
knowledge. Then just as fire is the principal cause of the igniting 
of air, so should the teacher be called the principal cause of the 
learner's acquiring new knowledge. The process of discovery 
seems to be ruled out. 

A possible explanation of this apparent discrepancy is that in 
the body of the article St. Thomas was speaking theoretically and 
absolutely: There is such a process as discovery, and this fact indi- 
cates that the human mind is capable of acquiring new knowledge 
by its own power. In the reply to the twelfth objection he may 
have been speaking practically, referring to what occurs for the 
most part, to what the usual situation is. Euclid did achieve his 
conclusions by original thinking, by discovery; but the rest of us 
are not Euclids, and if we are to learn Euclidian geometry we need 
a teacher. 

Another possible explanation, however, is that there is no 
discrepancy, not even an apparent one, and that the reply to the 
twelfth objection should be read strictly in the light of that objec- 
tion, with no immediate reference to the body of the article. Ac- 
cording to this interpretation, “essential” should not be equated 
with “indispensable,” as is done in the translation referred to.° 
On the contrary, when St. Thomas speaks of the teacher as motor 


€ See above, p. 192, note 3. 
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essentialis, he means, not “an indispensable mover,” but simply 
“an essential mover” in the sense that the teacher indicates the 
steps in the reasoning process that the learner is to follow. This 
is really and essentially to move the intelligence of the student, 
though only instrumentally. Merely to point out, however, as 
one does to bodily sight, is not to move the sense power of the 
student except accidentally, for the power of sight does not operate 
through a process of comparison, but simply and immediately sees. 
The intellective power, however, does not simply see (except when 
principles or habitual knowledge are in question); it does not 
have immediate intuition, but goes step by step to new knowledge. 
And this fact does not at all rule out the process of discovery, 
whereby one makes such progress himself. There is still a mover 
here, and an essential mover; the soul can here be said to move 
itself as in one respect active and in another respect passive.’ There 
is, however, no movement, except accidentally, in the instance 
of either bodily sight or intellectual knowledge held habitually, for 
there is no comparison involved. Hence, there is no room for 
teaching. 

This second explanation seems more likely, given the fact that 
St. Thomas is addressing himself to a particular objection. The 
objector’s whole position is based upon the identification of teach- 
ing with simply pointing out or calling to mind. St. Thomas’s 
reply is based upon the falsity of this identification, upon this 
confusion of causality per se and causality per accidens, or essen- 
tial causality and accidental causality. There is always the pos- 
sibility of discovery, of learning through one’s own efforts ex- 
clusively; a teacher is, at least sometimes, not indispensable even 
when the acquisition of new knowledge is in question. When, 
however, a teacher does teach, he does something more than point 


h CE. St. Thomas, In V Metaph., lect. 14 (Turin: Mari- 
etti, 1950), Spiazzi ed., No. 955, 956; In IX Metaph., lect. 
1, No. 1776, 1777, 1782. 
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out or call to mind. When the object to be known is not im- 
mediately evident, as it would be to bodily sight or in habitual 
knowledge; and when, further, the learner does not go through 
the necessary discursive process by himself, as he does in discovery; 
then the teacher acts as a per se cause and as an essential mover 
in contrast to a per accidens cause and an accidental mover. 

The dividing line could, then, be drawn from the point of view 
of the one who causes knowledge, whether essentially or acciden- 
tally; and only the first of these can be called a teacher and be said 
to teach. It could also be drawn from the point of view of the 
one in whom knowledge is caused—again, whether essentially or 
accidentally. When knowledge is caused essentially, a power sub- 
ject to habituation is in question, a power that is either the intellect 
or another power subject to it in some way.® These powers are, 
before any habituation occurs, able to be used well or badly and 
are indefinite and unpredictable in relation to their attaining or 
not attaining their objects. After some degree of habituation 
occurs, these powers are at least somewhat inclined to act one way 
or another in relation to their objects, to be more definite and 
more predictable. Thus a man who has learned some arithmetic 
is more likely to grasp an arithmetical conclusion, and a man who 
is habitually honest is more likely to tell the truth. Powers which 
are not susceptible of habituation either cannot receive any im- 
pression or cannot retain whatever impression they receive from 
being put to use. Unless the powers come to some degree and in 
some way under intellectual control so that they can both receive 
and retain effects of their use under that control, there can be 
no habituation and no development of the powers in question. 
Neither can there be any teaching, for teaching is precisely the 
bringing of another’s powers under the control and direction of his 
reason in such a way that a habit is developed. To direct these 


8 See in Chapter three the section on Habits in General. 
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powers in this way is to be an essential mover, a per se cause of 
knowledge and of the ability to acquire more. To direct powers 
which are incapable of such habituation—for example, to point 
something out to bodily sight—is to be merely an accidental mover, 
a per accidens cause of knowledge. The first activity is to teach; 
the second is not to teach. The question, then, is not whether 
a teacher is essential in the sense of indispensable, for discovery 
remains an open possibility. The question is whether a teacher 
is an essential mover of a power that is in some sense under the 
control of the intellect and able to receive that quality which is 
a habit or virtue, that is, whether a teacher is an essential mover 
in the meaning of a per se cause of knowledge. St. Thomas main- 
tains that a teacher is precisely such a cause. The practical impor- 
tance of this discussion to the question of what is teachable and 
what can reasonably be included in a curriculum in any of its mean- 
ings is quite evident. 


The Role of Principles 


Turning now to the thirteenth objection, we find that once 
more it is science that is in question. Scientific knowledge, the 
objector argues, involves certainty; and without certainty one has 
only opinion or faith, not science. But the sensible signs by which 
one man is said to teach another cannot produce certainty, for the 
sensible is the area of the contingent and the changeable, which 
is not directly intelligible and cannot itself produce certainty. 
Therefore it follows that one man does not really teach another. 

The certainty of scientific knowledge, St. Thomas answers, 
does not arise from the sensible signs used by the teacher but from 
the self-evident principles of human knowledge. What the teacher 
does is to show us how conclusions are reduced to or contained 
implicitly in principles. What causes us, directly, to hold new 
conclusions with certainty is the fact that, through the power of 
intelligence that God gave us at our creation, we can see the truth 
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of these principles, and, consequently, the certain truth of con- 
clusions that we see as reducible to those principles. Our certainty, 
then, does not directly come from and depend on the contingent, 
sensible signs that the teacher uses; rather it comes from our previous 
certainty of the truth of self-evident principles—or of other con- 
clusions previously established and now usable as principles in 
further reasoning. 

The eighteenth and last objection resembles the third to some 
extent. Students do not really learn, the objection runs, from 
those called teachers; for, if you questioned the student before he 
received instruction, he would show some knowledge of the subject. 

Still apparently thinking of science as his example, St. Thomas 
answers that the knowledge the student displays about a given 
subject is the knowledge of principles, which are self-evident and 
need no teaching. He has still, though, to learn conclusions that 
can be drawn from these principles, and it is to a knowledge of 
these that a teacher can lead him. 


Can a Man Teach Himself? 


Having established the conclusion that one man can properly 
be said to teach another, St. Thomas asks in the following article 
whether a man can accurately be said to teach himself. He im- 
mediately grants that through his own intellectual power and 
without a teacher a person can come to the knowledge of many 
things. But this does not, he argues, allow us to say that this 
person actually teaches himself. 

In the reason given for this position we meet language which, 
like the constant example of science in the first article, could lead 
to misunderstanding if narrowly interpreted. One cannot be said 
to teach himself, St. Thomas maintains, because one who teaches 
must have the knowledge which he teaches explicitly and perfectly. 
This is not the situation of one who learns by discovery; he has the 
principles of knowledge, but this is not the same as to have, ex- 
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plicitly and perfectly, the further knowledge which is to be 
derived from those principles. No one, then, can be said properly 
to teach himself. The difficulty, to be considered below, concerns 
the meaning of “explicitly and perfectly.” 

The first objection to this position harks back to the doctrine 
outlined in the body of the first article, the doctrine that the 
teacher is only an instrumental cause of knowledge, furnishing 
instruments by means of which the learner, as principal cause, 
brings new knowledge into existence. If, then, the instrumental 
cause is called a teacher, much more should the principal cause be 
called a teacher, and we should be able to say that a man teaches 
himself every time he learns something. 

In his answer St. Thomas returns to the argument of the body 
of the second article. It is true, he grants, that the learner's 
intellectual power is the principal agent in the learning process and 
that the teacher is only an instrumental agent. Nevertheless, the 
knowledge to be acquired pre-exists completely in the teacher, but 
not in the learner. And it is because of this condition that the 
former can properly be called a teacher and the latter cannot. 

The fourth objection is based on the argument that it exhibits 
greater perfection to learn something on your own than to do so 
through someone else. So, if a man is called a teacher because of 
his part in a less perfect manner of coming to know, one who 
learns by himself and hence in a more perfect manner should with 
even better reason be called a teacher. 

From one point of view, St. Thomas answers, learning by 
yourself may indeed be a more perfect way, for it shows great 
intellectual ability. The results, though, are apt to be less perfect, 
since one can learn much more readily and surely from one who 
already has the knowledge explicitly than he can through his own 
gtopings on the basis of general principles and experience. 

In the second article of De Magistro, then, St, Thomas main- 
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tains that, properly speaking, a man cannot be said to teach himself 
or to be his own teacher. Just as the first article involved the 
possibility of confusion through the consistent use of deductive 
science as the example of teaching and learning, so the second 
article involves the same possibility through its emphasis on the 
completeness of the knowledge that the teacher must possess be- 
fore he can be called a teacher. This position should not be inter- 
preted to mean that before one becomes a teacher he must know 
all the conclusions, materially speaking, that have thus far been 
reached in a particular area of knowledge. If this were so, which 
of us could hope to qualify? The position taken in this second 
article should rather be understood as this, that to be a teacher 
one must hold, explicitly and in full consciousness, whatever 
knowledge he is going to try to bring someone else to grasp. He 
need not know every latest development in chemistry to teach 
chemistry, though it is well to know as much as possible; he need 
not know every latest technique in one of the fine arts to teach it 
to others, though, again, he should know as many as possible. 
What he must know, clearly and competently, is what conclusion, 
what technique, he is trying to impart, and must accordingly know 
quite clearly what teaching methods he adopts and why he adopts 
them. He may not be nearly as intelligent as the genius who 
gropes in brilliant originality on the far frontiers of his discipline, 
and may never contribute an original idea to that discipline. But 
he is teaching, whereas the pioneer is not. It is not, once more, a 
question of better or worse, of more important or less important; 
it is a question of difference: To discover is not to teach. 


Knowledge of the Truth 


In the third article of this question St. Thomas maintains that 
not only God and other men but even angels can properly be said 
to teach men. Since this is more obviously a theological than a 
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philosophical question, we shall give attention only to the sixth 
objection. The objector defines teaching as the process of leading 
someone to the truth and thus being the cause of truth in his soul. 
But truth comes into existence all at once, through a process of 
creation, rather than gradually. And this is an operation which 
can be attributed only to God, and not to an angel. 

St. Thomas replies that a teacher does not really cause truth 
in the soul of the learner, but rather the knowledge of the truth. 
What the student learns was true before he learned it; and its 
truth depends on the way in which reality is, not on the student's 
knowledge of reality. What is of interest to us here is not whether 
an angel can teach, but where truth originally lies. Is truth some- 
thing that we create by our knowledge, or something that was 
created by divine knowledge and that we discover by observation 
and reasoning? Do we make the truth or find it? Does reality 
conform to our knowledge or vice versa? Is there only practical 
truth or is there also speculative truth? Though this is not the 
place to go into the matter, a definite position on these basic 
epistemological questions must be established as one of the pre- 
liminaries to a consistent philosophy of education. The educa- 
tional process is going to be very different depending on one’s 
view of the nature of man, of the nature of reality, and of the 
relation between man and the reality external to him. 


Teach Child or Subject? 


The fourth article of De Magistro asks whether teaching be- 
longs primarily to the active or to the contemplative life, and 
considers contemplation on both the supernatural and the natural 
levels. These different ways of life are distinguished first of all 
by the end to which each is directed. The contemplative life, St. 
Thomas explains, looks to the contemplation of truth, and ulti- 
mately of that truth Who is God, whether imperfectly in the 


present life or perfectly in the Beatific Vision. The active life, 
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on the other hand, looks to those human acts, performed here and 
now, which are designed to be of help to our neighbor. 

How is this distinction to be applied to teaching? Here St. 
Thomas addresses himself to a question that has reappeared in 
contemporary education literature, the question whether one teaches 
the child or the subject matter. If we put the emphasis on the 
child, we are looking chiefly to the active life of classroom work; 
if we put the emphasis on the subject matter, we are looking 
chiefly to the contemplative life of study. As might be expected, 
St. Thomas points out that one teaches both child and subject mat- 
ter, the sign of which fact is the double object of the verb “to 
teach.” If, again, we put the emphasis on the subject matter, 
then teaching is a sort of offshoot of the contemplative life of study 
and thought, whereas if we put the emphasis on the learner, then 
teaching is a matter of the active life of pedagogy. If we have 
to make a choice, it must be said that teaching belongs more 
properly to the active than to the contemplative life, for its ultimate 
purpose is achieved only in aiding another human being, in bringing 
that human being to learn something that he had not previously 
known. Teaching is an activity; specifically, it is that sort of 
activity which is an art. And what this art aims at making is a 
man, in the sense that it is directed to leading a human being to 
bring about a change in himself through the development of some 
ability, some quality, that he did not previously possess, at least 
to the same degree. 

In order to illustrate this point, let us use the example of the 
intellectual virtue of science. One of the meanings of this term, 
and probably the one that we commonly have in mind when we 
use it, is that of a body of conclusions, a subject matter considered 
more or less quantitatively. When we say that a certain man is a 
chemist, we ordinarily mean that he has learned, whether by teach- 
ing or discovery, some considerable part of what is known in the 
field of chemistry, or, more accurately, in one of its branches. We 
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mean, too, that he has a certain command of this knowledge—that 
he understands why the conclusions concerned are true, and prob- 
ably that he can explain them to others. 

Ultimately, knowledge of this kind (and science is only one 
example, though perhaps the clearest) is the whole reason for 
learning, at least in the speculative order. One is a better and a 
fuller man when he knows than when he does not know. But 
knowledge of this kind is not the whole reason for teaching. In- 
deed, if teaching is that art which aims first at making a man, such 
knowledge is not even the primary reason for teaching. For the 
teacher it is, or should be, a means by which the learner can be 
brought to develop the ability to gain this knowledge for himself, 
and thus to become independent of a teacher and capable of in- 
definite progress on his own initiative. 

The ptimary meaning of science, to continue the example, is 
not the one explained above—that of a body of conclusions—but 
rather that of an intellectual virtue, a habit, a quality, perfecting 
the intellectual power and thus the person in whom it comes to 
exist.? The chemist, then, is primarily a man who has developed 
the virtue or good habit of chemistry, the ability to reason success- 
fully from principles to conclusions in this area. For him, the 
point of this development is precisely the conclusions, the body of 
knowledge, which he thus becomes able to grasp through someone's 
teaching (for example, in professional journals), or which he thus 
becomes able to discover for himself through laboratory experi- 
mentation and his own thought. For the classroom teacher, how- 
ever, the emphasis is reversed, His job is not primarily to see 
that the student masters a body of knowledge and the reasons why 
it is true. His job is rather to use some small part of this body of 
knowledge as examples of how one reasons from principles to 
conclusions in this area, in such a way that the student will develop 


9 Soe i ; 3 
See in Chapter three the section on Intellectual Virtues. 
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the ability to do the same thing for himself. What the classroom 
teacher is primarily after is not the student's knowledge but the 
student’s ability to get knowledge. He is after science in the 
meaning of an intellectual virtue; and for this purpose he uses 
science in the meaning of a body of conclusions chiefly as a means. 
Ultimately, a learner learns and wants to know a subject matter, 
a body of knowledge, a set of conclusions; he wants to know what 
is, or how to do or make something. But in school a learner wants 
chiefly to learn how to learn, precisely so that in the future he may 
achieve the mastery of subject matter. And in school the teacher 
should, so far as possible, try to use subject matter principally as a 
means by which to teach the learner how to learn. As Stephen 
Leacock once reminded us, one should never let his schooling 
interfere with his education. 

It is for this reason that in the question about whether we 
teach a child or a subject matter, St. Thomas comes down finally 
on the side of the child. Teaching, he is saying, is not the same 
as contemplation or research or invention; it is rather bringing some- 
one to be in a way in which he was not before one did that work 
which is teaching; it involves doing something to and for a person 
before it involves doing anything to or for a subject matter. This 
position would still leave wide open the question of what propor- 
tion of the operations of such an institution as a university should 
go to research and what proportion to teaching, and whether the 
same operations should go on in the same institution. It would 
insist, though, that one is not the other, and that teaching involves 
the work of bringing someone else to see what one already sees 
himself, either because he has discovered it, or, more likely, because 
someone else has taught him. Teaching involves more than know- 
ing reality and more than bringing someone else to know reality, 
whether speculatively or practically; it involves bringing someone 
to know how to know reality. 

And yet, as St. Thomas has also pointed out, the verb “to 
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teach” does take two objects. Just as you cannot teach something 
unless you teach it to someone, neither can you teach someone 
without teaching him something. You cannot run a successful 
course in just anything in general or nothing in particular. It is 
this point that is brought out in the fourth objection, which argues 
that teaching should be said to belong rather to the contemplative 
than to the active life. For it is the same perfection, the objector 
holds, that enables one to become perfect himself and also to 
communicate this perfection to others; in this context it is medita- 
tion on truth that allows one both to possess that truth himself 
and also to communicate it to others by teaching. In brief, it is 
one’s own learning that makes his subsequent teaching possible. 

St. Thomas replies that the conclusion from these premises 
should be that teaching has its source in the contemplative life, 
but not that it is itself a part of that life.!° Even this conclusion 
has important consequences for those who are teachers. Teaching 
is, indeed, an active life; but it is an active life that cannot possibly 
succeed unless it has its source in the contemplative life. This 
truth points up one of the thorniest difficulties in contemporary 
education. You cannot, once more, teach a student without teach- 
ing him something. But what you are to teach him you have to 
have time to learn, and to learn not in the sense of keeping a 
couple of chapters ahead but in the sense of becoming as proficient 
in the subject matter in question as is humanly possible. Per- 
sonally, I have always been somewhat suspicious of the teacher of 
whom it was said that he didn’t know much but he could teach 
well what he did know. If what is being taught has no intellectual 
content, it does not belong in classroom work. If it has intellectual 
content, the teacher cannot really impart it as the science or art 
that it is unless he has had the opportunity to study it at some 


10 . . i 

For a further consideration of most of the points 
touched on in De Magistro, see St. Thomas, Summa Theo- 
logiae, I, 1D Ae 
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length, to do mote than read a textbook or two in the field, to 
think about it and actually come to grips with the problems in- 
volved. It isn’t going to do the students much good to be intro- 
duced to a set of conclusions if they don’t even understand what 
the problems are. For preparation of this sort, obviously, teachers 
need more time to study and to think than most of them now 
have. It may be that the shortage of teachers in relation to the 
numbers of students now in school makes such preparation im- 
possible. If so, the quality of teaching is bound to suffer, and we 
face again the old dilemma of quality or quantity. It might be 
possible to try to teach fewer subjects and to teach them on the 
basis of a more adequate preparation on the teacher's part, since 
a smattering of many subjects, as Newman pointed out, is not the 
same thing as proficiency in any of them. It might also be possi- 
ble to relax laws concerning school-leaving age so that the relation 
between numbers of teachers and numbers of students would be 
improved, though the effect of this course of action on the labor 
market would have to be considered. It might also be possible 
to attract even more teachers into the field, though the cost would 
have to be taken into account. What does not seem to be possible, 
at least if we want quality in schools, is the continued proliferation 
of subject matter put on the course of studies with little or no 
regard to the question of whether it can be taught, along with all 
the other subjects on the curriculum, at an intellectually significant 
level. 


WHAT IS TEACHING AND 
WHAT IS TEACHABLE? 


Let us return to the problem raised in the twelfth objection 
of the first article of De Magistro, the complex and difficult ques- 
tion of what it means to teach. If the interpretation suggested 
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above * is correct, St. Thomas holds that only one who is a per se 
cause, an essential mover, can properly be called a teacher and be 
said to teach. This distinction is certainly a real one, for to cause 
only accidentally is not to cause essentially. Further, the identifica- 
tion of teaching with the second of these ways of causing knowledge 
but not with the first seems also to be based on our experience of 
reality and to constitute a valid position. Yet the notion should 
not be interpreted too narrowly or applied too rigidly, for the term 
teach is another of those whose various applications are not easily 
made and which involve some degree of arbitrariness in decisions 
concerning those applications. 


The Speculative Order 


First let us consider learning and teaching in the speculative 
order—the order of what is, the order that we discover and study 
as it is. We can say that there certainly seems to be no teaching 
in the process of discovery, for here the learner does everything 
by and for himself without the aid of any extrinsic cause, even an 
accidental one. In everyday life we are constantly learning in 
this way by observing, remembering, imagining, and drawing 
conclusions from what we observe. Ona higher level, this is what 
happens when scientists do research, when mathematicians and 
philosophers speculate, when artists grasp a facet of reality and 
create a form in which to express it. This knowledge is discovered 
rather than taught. Yet some, at least, of the discovery would 
never have been made without previous teaching. Scientists and 
artists go to school to other scientists and artists before setting up 
shop for themselves, and all of us have received lessons in the 
interpretation of experience from our elders. Indirectly, then, 
even discovery depends on prior teaching, at least to a great extent. 
Indeed, it was maintained aboye, the primary function of a teacher 


1 See pp. 201-206. 
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is to make himself superfluous, in the sense that his job is less to 
impart knowledge than to impart the means of gaining knowledge 
for and by oneself, that is, to help the student develop the intel- 
lectual virtues whereby he will be able to learn for himself. Dis- 
covery does not directly involve teaching, but there is some relation- 
ship. 

Teaching seems to be a little more directly related to discovery 
when controlled discovery is used as a means of guiding learning. 
Thus a chemistry teacher sets up an experiment in his laboratory 
so that his students may learn a chemical law. There is no dis- 
covery here on the teacher's part, and no real experiment, for he 
made the discovery under similar circumstances when he was a 
student of chemistry, and the original discovery was probably made 
many years before that. What he does is to control the environ- 
ment in such a way that the students will find out for themselves 
that a certain chemical event occurs under certain circumstances. 
Is this teaching? Taken alone, it is probably discovery, which does 
not involve teaching, for the students see the results of their con- 
trolled experiment themselves. But this is not all that happens. 
When the teacher leads the students, by a process of induction, 
from this single example to the general chemical law that has been 
thus exemplified, he certainly teaches and leads the students to 
new knowledge as a per se cause, an essential mover. Taken as 
part of the whole learning process, then, the laboratory experiment 
can be looked on as one of the instruments through which the 
teacher functions as an instrumental cause of new knowledge. 
Thus something which in itself involves only discovery becomes 
an integral part of a total process that can certainly be called 
teaching. This time, there is an even closer connection between 
discovery and teaching. 

A similar relationship exists between teaching and simply 
pointing things out or calling them to mind. St. Thomas has 
explained that he would not call this sort of activity teaching be- 
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why a certain proposition is probably true. Unlike science, on the 
other hand, opinion generates only probability and not certainty, 
leaving in one’s mind the fear of error. Sometimes scientific cer- 
tainty is not possible; there simply is no necessary connection 
between the conclusion in question and a self-evident principle. 
An example would be the prediction of future historical events. 
Sometimes scientific certainty is possible but is not achieved, be- 
cause the learner does not succeed in grasping the necessary con- 
nection. If he was not engaged in direct, personal discovery, the 
learner has in either instance been brought by a teacher to see why 
the conclusion in question is probably true. Such teaching is true 
teaching, even though its result is only opinion. For it involves 
the teacher in a process through which he directs the intellectual 
activities of the learner as an essential mover. He does much more 
than simply point out or recall something; he directly leads the 
student to see the relation between a conclusion and a principle, 
even though the student does not see the relation as a necessary 
one but only as probable. This is teaching, and a form of teaching 
that necessarily occupies a prominent place in the work of the 
classroom. 

The area of science, and especially of deductive science, is that 
in which teaching most evidently occurs, and this is no doubt the 
reason why St. Thomas consistently uses it as his example of 
teaching in De Magistro. Here the teacher is a per se cause of the 
learner’s acquisition of knowledge, leading him to use his reasoning 
power to grasp the necessary connection between a conclusion and 
an established or a self-evident principle. In this way the student 
is brought to know a number of conclusions in the science in 
question, and to see why they are and must be true; he is also 
brought, by repeatedly doing such reasoning, to develop, as a 
quality perfecting his intellect, that virtue which is the science in 
question. To bring a student to do these things is to teach in 
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the fullest and most evident sense of the word, though not, once 
more, in the only proper sense of the word. 

Thus far this section has been concerned with finding out in 
what way and to what extent a process which can properly be 
called teaching goes on in the speculative order, in the knowledge 
that we can have of reality as we find it. It began with discovery, 
which does not by itself involve teaching, and ended with science, 
which involves teaching in the fullest sense. Let us now look at 
the practical order, the order of the reality that we make and of the 
actions that we do, and try to find out, first of all, whether teaching 
is involved in the knowledge that we can be brought to have of 
this order. 


The Practical Order 


First of all there is that intellectual virtue which is a practical 
science, an example of which would be ethics or moral philosophy. 
If the position taken in the first chapter is correct, it is this virtue 
that you are now trying to develop in the course which you are 
now taking. Ethics, whether individual or social, is practical 
knowledge in that its conclusions are in terms of what is to be 
done rather than in terms of what is. Yet it remains a virtue of 
the speculative intellect in that it is scientific knowledge which 
is only remotely practical; its conclusions are in universal rather 
than in particular terms. Practical science involves a process of 
demonstration as does speculative science, though the demonstra- 
tion is, because of the difference in the subject matter, not as in- 
controvertibly clear. A demonstration in ethics is not ordinarily 
as clear and indisputable as it is in algebra or even in biology. Yet 
it remains a demonstration, leading the student to see intellectually 
the necessary connection between a conclusion and a principle. 
As such, it involves teaching, in the same way and to the same 
degree that any other science does. 
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Turning now to the arts, to that knowledge through which 
one is enabled to make things well, we find virtues which are 
perfections of the practical intellect. The liberal arts which are 
grammar, composition, and logic could be said to form a bridge 
back to the sciences, for they are and can be taught as sciences as 
well as arts. Below the graduate level, however, they are seldom 
so taught, and our present question is whether bringing someone 
to acquire these arts as arts, as virtues of the practical intellect, 
properly involves teaching. There would seem to be little room 
for doubt here, for bringing someone to see how he should go about 
developing an idea in a paragraph, for example, involves much 
more than simply pointing something out. One shows him what 
he should do to develop the idea intelligibly, how he should go 
about each step in the development, and why he should develop it 
in this way. Intellectual explanations are required here; the learner 
must grasp relations of cause and effect, of end and means; and he 
cannot gtasp them by simply looking, by having them pointed to. 
lt is true that natural aptitude plays a great part here, as it does 
in the other arts, and that flashes of intuition which could probably 
be called discovery play a large part in the formation of even the 
liberal arts. There is something to any art that cannot be taught. 
But there is also something that can be taught, some intelligible 
relationship involving a why. There is, for example, a natural 
logic through which, without any formal instruction, one can 
reason validly. But there is also something to be taught in logic, 
something involving theory, and something which ordinarily makes 
logical operations that much surer. When these relationships are 
in question, much more than just pointing out is required. Here 
there is need of a teacher, of an essential mover, of a per se cause 
of knowledge. 

The same can be said of the fine arts and even of the useful 
arts. The student of painting and the student of carpentty— 
the latter sometimes called an apprentice—are ordinarily instructed 
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in what to do, how to do it, and why they should do it thus and 
not so. The development of these and other arts as virtues per- 
fecting the practical intellect of the one who learns them requires 
much more than learning by rote a number of physical actions to 
be performed in sequence. For the artist is one who knows how 
to make something, who understands what is to be done to bring 
into being a certain kind of object. It is true, and perhaps even 
more than with the liberal arts, that there is much here that de- 
pends on sheer native ability, on personal power of insight. Yet 
even genius can learn something from others, and what the others 
can do for the aspiring artist amounts, once mote, to teaching, to 
acting as an essential mover. 

Perhaps this is the point at which one should mention, more 
or less parenthetically, the question of teaching the appreciation 
of the fine arts. Here we are concerned, not with practical knowl- 
edge, but with the speculative knowledge of an operable object, 
of something made. For the one who sees or hears this work, it 
is part of the order that he finds and that someone else has made. 
Can the efforts that another person makes to help him appreciate 
its beauty properly be called teaching? Can the teacher do any 
more than hold up the sonnet or the portrait or the fugue, and say, 
“Look”? Should he really be called a teacher? 

In the earlier discussion of this point,” it was said that ulti- 
mately he must rely on the luminosity, on the beauty and truth 
of the literary work itself and its appeal to the student’s natural 
intelligence and sensitivity. Teaching in the sense of essential and 
not merely accidental moving thus seems to be ruled out. Yet 
even here there may be room for teaching in a tenuous and delicate 
sense. There is certainly no room for the deadening reduction of a 
fine imaginative flight to a poor imitation of a syllogism, something 
it was never meant to be. It is, though, possible for all concerned 


12 See in Chapter six the section on Liberal Arts and Sci- 
ences in the Curriculum. 
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to tise somewhat above “ooh” and “ah.” It is also possible to rise 
above “I don’t know anything about art but I know what I like,” 
to the point where one knows not only what he likes but why he 
likes it, and has achieved some understanding of the work of art. 
Here the classroom teacher functions largely as art critic. A good 
instructor, while avoiding what could be called dissection, might 
be able to show how the artist obtained certain effects and why the 
means he used led to the beautiful expression of his vision. Such 
a line is a fine one and is difficult to draw in practice; when it is 
drawn, however, it would appear that the result could fairly be 
called teaching, in a reduced but still proper meaning. 

It might be argued that certain manual techniques are of the 
essence of most fine and useful arts, and that these cannot, properly 
speaking, be taught, precisely because they are no more than man- 
ual. There are, however, two objections to this positior., the first of 
which is that such physical techniques as manipulating a brush or a 
saw are not of the essence of the arts of painting or carpentry. The 
goal aimed at in these techniques is the development of the appropri- 
ate muscles and the required nervous responses so that their possessor 
may handle these tools smoothly and without having to stop and 
think of each successive step. The goal aimed at in teaching an 
att is the development of a good habit of the practical intellect so 
that its possessor may successfully plan the production of something. 
The point of an art is not to eliminate thought, but to strengthen 
the practical intellect so that thought about how to make something 
may be mote accurate and more surely successful. An art is more 
intellectual than physiological, whereas a technique or skill is 
more physiological than intellectual. The technique is important 
for the expression of the idea, but it is not of the essence of the art 
itself. 

The second objection to the position mentioned above is that 
even skills can properly be said to be taught. It is true that such 
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skills, for example, as swimming and skating and typewriting are 
learned pretty largely by doing, by practice and repetition until 
the necessary neuromuscular patterns are developed and the feel of 
the thing is acquired. It is possible to pick these things up entirely 
through one’s own efforts, by a process paralleling that of discovery. 
The results, however, are apt to be better if one has a teacher; and 
it will be maintained here that the function of instructing in 
these areas, if competently carried out, is properly teaching. 

On the most elementary level the one whom we shall provi- 
sionally call a teacher may simply indicate what should be done. 
He tells the learner to perform this step first, that step second, 
and so on, and to practice each step for a certain length of time in 
a certain series of combinations. If this is all that he does, he 
seems to be acting on the theory that one develops these skills 
entirely by doing, and that there is nothing to be explained in- 
tellectually. This person certainly understands what he is about; 
he provides the pattern through which the student does just the 
tight things in just the right order to build up the needed neuro- 
muscular combinations. But he does not communicate to the 
student the reason for what he asks him to do. It is true that 
such a reason exists, and the learner is guided through these steps 
by someone who knows precisely what he is doing and who plans 
the steps in a definite order so as to obtain a definite and foreseen 
result. Yet as long as the student is not led to see why he does 
what he does, to see for himself the relation of cause and effect, 
there does not seem to be any essential moving, any teaching. 

On the next level the teacher may show the student how to do 
each step in the process through doing it himself by way of 
example, He actually gets into the water, on the ice, at the type- 
writer; he backs up the signs that his words are by the more vivid 
signs that his actions are, and thus makes learning easier and more 
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student should do these things, there may be an operation that 
can be called training, but hardly one that can properly be called 
teaching. 

Finally, the teacher may explain why such a way of doing the 
thing is better in the sense of being more effective than another way 
of doing it. This person does not consider that these skills are 
exclusively a matter of doing, but that they involve some sort of 
intelligible process, some sort of understandable relation of end 
and means, which the student can grasp at whatever level his 
maturity allows and which he can use in further developing the 
skill in question. 

The first level of instruction in skills or techniques seems to 
involve chiefly the memory, the second the imagination, and the 
third the intellect. Taken alone, the first and even the second 
should not be called teaching. Like controlled discovery, however, 
these are probably seldom found alone, or should not be. The 
best teaching practice, and probably the usual one, would seem to 
be a combination of all three levels. It is true that these are skills 
or techniques rather than knowledges, and that they are done most 
efficiently when the swimmer or skater or typist can perform the 
needed actions without stopping to think of each one. But it is 
also true that they are human skills, and in learning them, if not 
in doing them, the most human and ordinarily the most effective 
way will involve learning not only what to do and how to do it, 
but also why to do it. It will, in short, involve teaching. 


Can Moral Virtue Be Taught? 


If the analysis in this section is valid up to this point, then a 
process that can ptoperly be called teaching is in some way, though 
by no means always in the same way, involved in the development 
of the intellectual virtues and even, in the best practice, of skills 
and techniques. There is, however, one intellectual virtue which 
is also a moral virtue, and whose consideration will thus carry us 
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3 As an intellectual virtue 


over to the subject of moral virtue. 
perfecting the practical intellect, it would appear that prudence can 
be learned but not taught. We can be said to learn from experi- 
ence, in the sense that we examine new situations in the light of 
our knowledge of past similar situations and the remembered out- 
comes of certain courses of action. But we must see the relation- 
ship of similarity; otherwise it is not we who have learned from the 
experience. If someone else points out the similarity to us and 
advises us to choose a particular course of action on this basis, it 
is his prudence rather than our own that we are going on. If he 
points out the similarity to us, perhaps provides further examples, 
and draws a general conclusion that in this kind of situation a cer- 
tain sort of action is called for, he is, on however rudimentary a 
level, teaching moral science. The particular application, again, 
must be our own; and the virtue of prudence by which we make 
the application successfully must also be our own. 

As a moral virtue involving the rectitude of the will, prudence, 
or rather the question about the possibility of teaching prudence, 
becomes one example of the general problem of the possibility of 
teaching moral virtue. It is impossible to teach the natural moral 
virtues themselves because these are directly developed by each 
person’s actions rather than by his knowledge. God can infuse 
supernatural moral virtues in men, but men must develop their 
own natural moral virtues by performing good acts. And the 
performance of good acts, as we all know from hard personal ex- 
perience, requires more than our knowing what we should do; it 
requires, among other things, a definite act of the will, an act 
which is radically free and which each of us must perform himself. 


18 For an excellent explanation of prudence and the ques- 
tion whether it can be taught, see Charles J. O'Neil, “Pru- 
dence, the Incommunicable Wisdom,” in Robert E. Brennan, 
O.P. (ed.), Essays in Thomism (New York: Sheed and 
Ward, Inc., 1942), pp. 187-204. 
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The only act which can lead to the growth of moral virtue is a 
free, human act; the only per se cause of such an act, the only 
essential mover to such an act, can be the agent himself. Because 
of the nature of its cause, moral virtue is not teachable. 

The fact remains that we all speak, however loosely and im- 
properly, as though moral virtue were teachable. Parents and 
schoolteachers, among others, say that they are trying to teach 
the children under their care to be honest and kind and loyal. 
Strictly speaking, the word teach is here being used improperly. 
All that can be taught is knowledge of some sort, and knowledge 
alone does not produce the actions from which moral virtue grows. 
Yet it is largely on the basis of our knowledge, however arrived at, 
that we decide what actions to perform. It is a matter of universal 
experience that the ideas of moral right and wrong to which people 
ate exposed, especially by way of precept and example, have a 
tremendous influence on their decisions about what they will do. 
And it is these decisions and the acts that follow them that cause 
the development of moral virtue or moral vice. One cannot, prop- 
etly speaking, teach anyone moral virtue. But this fact does not 
mean that one cannot effectively help others to develop moral 
virtue. Especially, it does not mean that one should abandon the 
young to the inner clamor of theit own emotions and the outward 
pressure of whatever environment they find themselves living in. 
People, and especially young people, can and must be helped to 
develop moral virtue, to become men and women of character. 
They cannot, accurately speaking, be taught moral virtue. But 
they can be taught something that will go a long way toward 
helping them act in such a way that they will develop moral virtue. 
Pethaps it would be worth our while to look at some of the 
possibilities, even though these cannot be said to involve the teach- 
ing of moral virtue in any proper sense. 

Moral science, that is, moral theology or moral philosophy; 
is one way of bringing to others knowledge that may be of help 
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to them in their moral growth. As sciences these are virtues of 
the speculative intellect; as practical sciences they are directed, 
though remotely, to action. They arrive at conclusions that cer- 
tain species or kinds of act are right and are to be done, and, given 
the good will of the agent, these sciences can help him come to a 
more accurate decision about what he should do in given concrete 
circumstances. Moral science does not develop moral virtue; it 
is not even an indispensable condition for the development of 
moral virtue; but for those who are willing to use it, it can be quite 
helpful in their efforts to decide what they should do. We all 
act, among other things, on the basis of certain general moral 
convictions; it is better to have these convictions scientifically 
established in our own minds than not to have them so established. 
It is better, for example, for an employer and an employee to 
understand the nature of the employment contract that they have 
entered into and their mutual rights and obligations under it; 
such understanding does not guarantee that either party will act 
justly toward the other; but it does mean that, given the will to 
be just, they will the better understand what justice requires of 
them and will thus be more likely to act in an objectively just 
manner. And it is by such acts that the virtue of justice is 
developed. 

The teaching of moral science, however, is a complicated 
business, usually confined in practice to college students who are 
following a certain course of studies. For most people, including 
the relatively young (and perhaps for many college students as 
well), scientific knowledge in this area is impossible, and faith is 
the best that can be done. It is important that a small child 
should learn that telling the truth is right and lying is wrong; it 
is impossible to demonstrate this to him as a scientific conclusion 
because he is too immature to grasp the demonstration; something 
else must take its place. One of the things that can take its place 
is faith, a statement that telling the truth is right and that lying 
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is wrong, given on divine or on human authority, and appealing 
to the child's faith in the authority. The child then believes 
rather than knows that lying is wrong, and does not know why. 
This is less than scientific knowledge and is a substitute for it; but 
it is the best that can be done in the circumstances. Morally, it 
may be equally effective as long as it produces a subjective certainty 
in the believer, for the point of either knowledge or belief of this 
sort is to help the agent decide on courses of action that will 
gradually develop his moral virtue. Intellectually, knowledge is 
always preferable to faith, for it is more human to see than not 
to see. When knowledge is impossible, however, faith is a quite 
reasonable substitute, and its indirect effect on the development 
of moral virtue is probably much the same. 


Influencing Individual Actions 


When we leave the area of statements about right and wrong 
species or kinds of moral act and come to that of the individual 
act, a different kind of knowledge is involved. Persuasion and 
advice culminating in opinion have a place here. One person 
is convinced that another should, in the given circumstances, do 
this as opposed to that, both because it is objectively right and 
because it will help the person doing it develop a moral virtue 
rather than a moral vice. For this purpose he offers advice to the 
other person, putting his own experience and prudent judgment 
at the latter’s disposal, and perhaps even tries to persuade him to 
do the action that the adviser considers tight. This is not to teach 
the moral virtues, but it is to provide a form of knowledge, below 
the scientific level, which makes it more likely that one action 
rather than another will be done and thus that a good moral 
habit rather than a bad one will be acquired. 

Another way of helping a person make what one regards as 
the right decision is to tell him what to do in the form of precept: 
In generalized form this is expressed as law, and in particularized 
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form as a simple command. The influence of precept, and es- 
pecially of the sanctions standing behind law or command, was 
briefly examined * in connection with the question of the transfer 
of moral training. All the evidence seems to indicate that the 
existence of rules of conduct backed by sanctions can, if carefully 
administered, lead to the sort of action that directly develops moral 
virtue. We all need the constant rule of law. But perhaps young 
people are especially in need of the kind of guidance, both in 
general and in particular terms, that precept provides. Since 
knowledge is always better, because it is more human, than lack 
of it, those who lay down the law or who issue particular com- 
mands would do well to explain not only what action they are 
requiring but also why they are requiring it. Ultimately, however, 
they are requiring the action, and it is this action that, if wisely 
ordered, will develop moral virtue in those who perform it. Precept 
is not, properly speaking, the teaching of moral virtue; but it is a 
strong influence for the performing of those actions that will or- 
dinarily lead to moral virtue. The peculiar strength of its influence 
probably comes from the fact that it not only points out what is 
to be done—though this is its primary function—but adds an 
appeal to the will through the threat of sanctions if the precept is 
disobeyed. 

Another strong influence on conduct is example. Like pre- 
cept, this is primarily a form of instruction leading directly to a 
knowledge of what should be done (presuming that the example 
is good). When parents, for example, consciously and carefully 
set a consistent standard of honesty for their children to observe, 
they are using actions rather than words as signs of their meaning, 
but the result in the children is the same—knowledge of what 
their parents consider right. The further difference between ex- 
ample and precept is that example appeals to admiration and love 


1 See in Chapter two the section on Transfer of Train- 
ing. 
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rather than to fear. It does not threaten punishment for disobedi- 
ence, but offers something positive to be admired and emulated. 
Both precept and example have their place, and experience indi- 
cates that both are needed. When a choice exists, though, example 
would seem preferable. Casual observation would indicate that it 
is also probably more effective practically; what we do speaks more 
loudly than what we say. It is for this reason that parents and 
others responsible for young people rightly pay a great deal of 
attention to the example that they themselves offer and to the 
environment to which those under their care are exposed. To offer 
example is not, properly, to teach moral virtue or vice; but it is to 
have a tremendous influence on the performing of those acts which 
lead to moral virtue or vice. 

Throughout this chapter we have been concerned with trying 
to find out what it means to teach and what kinds of teaching 
there can be. To teach, we found, is to be an essential rather than 
a merely accidental cause of another’s knowledge. In classroom 
practice, these kinds of causality are often mixed; the effort, how- 
ever, should always be to come as close to what is clearly teaching 
as the situation allows, to aim at intellectual explanation, at the 
student’s understanding of the reason why. It is such explanation, 
in the final analysis, that is the reason for the existence of that 
society which is the classroom, the heart of the school. On the 
other hand, we should avoid the mistake of seeing teaching as a 
univocal term, in such a way that we would admit only science and 
the liberal arts taught as sciences to be properly teachable and 
ptoperly included in the curriculum of the classroom. The follow- 
ing chapter will attempt to distinguish the notion of curriculum as 
applied to the classroom and the laboratory from the notion of 
curriculum as applied to the whole school, and to arrive at some 
general conclusions about what should be included in each. The 


material of the present chapter should serve as a foundation for 
that effort. 
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QUESTIONS 


. Do television and tape recordings as teaching methods 


lessen the personal influence of the teacher? 


. What is the difference between indoctrination and teach- 


ing? 


. Is “spoon feeding” of students ever justified? If so, in 


what areas of study, at what levels, and for what reasons? 


. What difference would a teacher’s philosophy of educa- 


tion make in his teaching when he has to follow a given 
curriculum and syllabus? 


. “Each man discovers for himself what is already well- 


known.” 15 What are some of the possible interpretations 
of this sentence that come to your mind? Pick out one 
of the interpretations that has some relation to the educa- 
tional process, and, in its lighe, evaluate the statement. 


. Does a “teaching machine” really teach? Is it more than 


a device for reviewing and drilling? 


. Can a foundation for original, independent thinking be 


given on the secondary level? If so, should it be? If 
so, how? 


. Do drill and memorization have any place in the con- 


temporary classroom? 


. “Teaching is a waste of time unless it results in changes in 


behavior.” Discuss. 


. “Education is the process whereby a pupil who requires 


teaching is transformed into a student who teaches him- 


self.” Discuss. 


15 From The Making of a Modern Educator by William 


Van Til, copyright 1961 by The Bobbs-Merrill Company, Inc., 


Indianapolis; used by special permission of the publishers; 


Ps 5. 
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Curriculum Planning 


THE RELATION OF CURRICULUM TO 
PHILOSOPHY OF EDUCATION 


Four possible meanings of the term education have already been 
distinguished; 1 they all concern the growth of human powers, 
but growth of different powers and growth induced in different 
ways. In the first meaning education is taken as the growth in- 
duced by the total experience of a lifetime; in the second it is taken 
as that induced by educational agencies other than the school; in 
the third it is taken as that induced by the school as a whole; and 
in the fourth it is taken as that induced by the work of the class- 


* See in Chapter four the section on Education as a Poten- 


tial Whole. 
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room, the laboratory, and the library. The rest of Chapter four 
was devoted to trying to discover the functions proper to the 
various educational agencies on the basis of the different meanings 
of education. The rest of this chapter will be devoted to trying 
to discover, on the same basis, the different meanings of the term 
“curriculum” and the kind of curriculum best suited to each edu- 
cational agency. 

The basic meaning of curriculum is that of a course of study, 
something that one travels (literally, “runs”) over or through. 
To call something a course—for example, a race course or a golf 
course—implies that it has been laid out according to a plan, and 
that travel on it is not haphazard. With this in mind one could 
hardly speak with much meaning of curriculum as corresponding 
to the first meaning of education, involving the experience of a 
whole life. For only another person can properly be called a 
teacher, and only another person can consciously and deliberately 
lay out a curriculum or course of studies for a student to follow. 
One does learn from experience of life, and this is truly education; 
but such learning largely occurs by discovery rather than results 
from teaching. It is true that others control to some extent, 
especially when we are young, the environment in which we spend 
most of our time and thus, to a limited degree, the experiences that 
we undergo. Most of this control, however, will be found to 
involve the activities of such persons as parents and school au- 
thorities, and to be exercised through some definite educational 
agency such as the home or the school. For life as a whole there 
is no curriculum; even sound advice from others leaves most future 
experiences uncertain. 

Corresponding to the second meaning of education, involving 
the efforts of agencies other than the school, there would seem to 
be a real though somewhat informal meaning to the term cut- 
ticulum. Parents consciously set out to teach their children how 
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to say their prayers, how to clean their teeth, how to tell time. 
However informally, they decide to some extent what means they 
are going to use and in what order they are going to use them in 
order to bring the child to know these things; that is, they lay out 
a curriculum. The same could be said of the teaching work of 
the church, a work which proceeds, in however flexible a manner, 
according to some plan that the particular teacher has in mind. 
And so, though perhaps less evidently, with other educational 
societies. Important as these notions of curriculum may be, how- 
ever, they are not those with which we are professionally concerned 
as schoolteachers or administrators. 

The third meaning of education concerns that more formal 
agency of education which is the school. In this context the 
term curriculum would cover all the activities sponsored by the 
school which consciously look to the development of the students 
in any way. Thus, social events and athletics, the school play and 
the salute to the flag, would be considered part of the curriculum 
of the school. Some of these activities aim ultimately at a moral 
rather than at an intellectual result. Like the action of setting an 
example, however, they aim immediately at conveying some kind 
of knowledge; or at least at the process which we have called 
controlled discovery, through which the student discovers knowl- 
edge for himself, but discovers it in circumstances designed by 
someone else to bring about a desired learning result. All of these 
efforts, involving the laying out of some definite experiences di- 
tected to an equally definite learning result, may properly be called 
curriculum. It is important, however, that its nature as a school 
curriculum be kept in mind. 

The fourth meaning of education that was distinguished 
above has to do with the specifically intellectual work of the teacher 
in the classroom or the laboratory. Paralleling this narrower mean- 
ing of education is a narrower meaning of curriculum, that of a 
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course of studies or the total of such courses offered as a means of 
instructing students in some phase of intellectual knowledge and 
developing one or other intellectual virtue. 


A Necessary Distinction 


It should be evident what confusion in practice could result 
from the failure to distinguish clearly between the school curriculum 
and the classroom curriculum. If no such distinction is made, 
then there is no theoretical basis for distinguishing algebra as more 
properly the work of the classroom than calisthenics, or history than 
stamp collecting. 

As professional educators, again, we are directly concerned 
with education in the third and fourth of the meanings outlined 
above, and hence with the corresponding meanings of cutrriculum, 
that is, the school curriculum and the classroom curriculum. We 
have already seen something of the confusion concerning the vari- 
ous agencies of education and the aims proper to each that can 
and does result from the mistake of considering education as a 
strictly univocal notion. Another expression of the same mistake, 
and one resulting in the same confusion, is that of considering 
curriculum as a strictly univocal notion, of failing to see that it 
can be used in different but still proper ways. An example can 
be found in the work of Krug, which may perhaps be taken, from 
a host of possibilities, as fairly representative of contemporary 
writing on the subject. He is arguing for a notion of what we 
have been calling the school curriculum as preferable to the nat- 
rower conception involved in the classroom curriculum: “A narrow 
definition of the curriculum restricts the scope and range of cut- 
riculum planning, while a broad one provides more readily for 
orderly and reflective guiding of educational change in all aspects 
of the life and work of the school.” 2 


2 Edward A. Krug, Curriculum Planning, rev. ed. (New 
York: Harper & Row, Publishers, 1957) P 4: Reprinted 
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This is an example of what might be called the fallacy of the 
false dichotomy. It is not, as Krug supposes, a question of 
either-or, as though curriculum could have only one meaning; it 
is a question of both. We are back again to the notion of a 


by permission. Other writers in the field express similar 
notions of curriculum. For Alberty, the school curticulum 
—and he mentions no other—is made up of all the activities 
that it provides for the students; Harold Alberty, Reorganiz- 
ing the High School Curriculum, rev. ed. (New York: The 
Macmillan Company, 1953), p. 125. The same idea is ex- 
pressed in Marshall C. Jameson and William Vernon Hicks, 
Elementary School Curriculum: From Theory to Practice 
(New York: The American Book Company, 1960), p. 39; 
and in Nolan C. Kearney and Walter W. Cook, “Curricu- 
lum,” Encyclopedia of Educational Research, 3d ed. (New 
York: The Macmillan Company, 1960), pp- 358-365- The 
same notion, with added emphasis on the social purposes of 
students’ experiences, is found in W. Ray Rucker, Curriculum 
Development in the Elementary School (New York: Harper 
& Row, Publisher, 1960), p. 3; and in Vernon E. Ander- 
son, Principles and Procedures of Curriculum Improvement 
(New York: The Ronald Press Company, 1956), pp- 9-12. 
In this last work, the author first gives the usual broad defini- 
tion of curriculum as the experiences that pupils have under 
the guidance of the school, and then, inconsistently, attempts 
to illustrate this notion by an even broader definition of cur- 
ticulum as the total environment of the students’ waking 
lives. Similar confusion is found in George A. Beauchamp, 
Planning the Elementary School Curriculum (Englewood 
Cliffs, N.J.: Allyn and Bacon, Inc., 1956), pp- 34-35; and 
in M. D. Alcorn, R. A. Houseman, and J. R. Schunert, Bet- 
ter Teaching in Secondary Schools (New York: Henry Holt 
and Company, Inc., 1954), P- 167. A useful summary of 
many definitions of curriculum may be found in James A. 
Fitzgerald and Patricia G. Fitzgerald, Methods and Curricula 
in Elementary Education (Milwaukee: The Bruce Publish- 
ing Company, 1955), pp. 100-103; the authors do not clearly 
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potential whole, examples of which are education, and, as a corol- 
lary, curriculum. There is more than one kind of education, and 
there is more than one educational agency; because of this fact there 
is more than one kind of curriculum, and the curriculum proper 
to one educational agency will not be the curriculum proper to 
another one.* The school is a much broader educational agency 


indicate their own preference, but seem to approve one that 
would include all school activities. An early example of this 
broad conception of curticulum as identical with what we 
have been calling the school curriculum occurs in a letter 
written by William B. Brown and printed under the title, 
“New Approaches to Curriculum Building in the Los Ange- 
les City Schools,” School and Society, 42, 1080 (Sept. 7, 
1935), 332; reprinted in Hollis L. Caswell and Doak S. 
Campbell, Readings in Curriculum Development (New 
York: American Book Company, 1937), p. 173- An earlier 
passage suggesting this expanded meaning is provided by 
Florence Stratemeyer, The Effective Use of Curriculum Mate- 
rials (New York: Bureau of Publications, Teachers College, 
Columbia University, 1931), p. 3; reprinted in Caswell and 
Campbell, p. 160. See also Franklin Bobbitt, The Curricu- 
lam (Boston: Houghton Mifflin Company, 1918), p. 42 
reprinted in Caswell and Campbell, pp. 66-67. 

* A few authors distinguish clearly between what we have 
been calling the school curriculum and the classroom cur- 
ticulum, though reserving the term curriculum for the former. 
Saylor and Alexander see the curriculum as the school’s total 
program for its learners, including situations both within an 
without the school; for what we are calling the classroom 
curriculum they use the term program of studies; J. Galen 
Saylor and William M. Alexander, Curriculum Planning for 
Better Teaching and Learning (New York: Rinehart & Com- 
pany, Inc., 1954), p. 4. The point is that, whatever the 
terminology, the distinction between school curriculum an 
classroom curriculum is made, and the confusion noted in 
note 2 is avoided. Gwynn makes the same distinctions, €- 
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than the classroom, and hence its curriculum will be broader than 
that of the classroom. The school is much more than the class- 
room and aims at developing a much wider range of the student’s 
capacities. And since, again, the whole man cannot be educated 
as a whole, the classroom and the laboratory will have to con- 
centrate on one phase of that development—the intellectual one— 
as their specific purpose; otherwise, this purpose will not be 
achieved. If chemistry is worth learning, then the chemistry 
teacher had better concentrate on teaching chemistry rather than, 
say, democratic living, for certainly no one else will teach the 
former. For this reason the idea of curriculum as applied to the 
school as a whole will simply have to be distinguished, under pain 
of scholastic confusion and ineffectiveness, from the idea of cur- 
ticulum as applied to the classroom. 

The first step, then, in deciding what a curriculum should 
contain is to decide what curriculum you are talking about, just 
as the first step in deciding what the aims of education are is to 
decide what education you are talking about. Let us first consider 
the classroom curriculum. If the specific work of the classroom 
and the laboratory is the development in the student of intellectual 
virtues—of the arts and sciences—then the classroom curriculum 
will have to be geared to help accomplish that end. 

It is true, of course, that the ability of the teacher is of far 
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ploying curriculum for all the activities of the school and 
course of study for the classroom curriculum; J. Minor 
Gwynn, Curriculum Principles and Social Trends, 3d ed. 
(New York: The Macmillan Company, 1960), pp- 240- 
241. For an early example of this same distinction, see R. L. 
West, Charles E. Greene, and W. A. Brownell, “The Arith- 
metic Curriculum,” in Guy Montrose Whipple (ed.), Report 
of the Society's Committee on Arithmetic, og l The 29th 
Yearbook of the N.S.S.E. (Bloomington, Ill.: Public School 
Publishing Company, 1930), p- 65. 
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more immediate importance than the construction of any cur- 
riculum. Good teaching involves the personal communication 
of teacher and students, a spiritual process that lies beyond and 
defies any attempt at mechanical direction. A curriculum is, in a 
sense, mere machinery, and working on a curriculum sometimes 
looks like nothing more than tinkering with machinery. Yet a 
curriculum is machinery which, if properly organized, can im- 
mensely facilitate the personal and spiritual communication which 
is teaching, and which, if improperly organized, can make that 
communication greatly and needlessly more difficult. For one 
does not only teach students; he teaches them something; and 
what he teaches them, as well as how he teaches it, obviously has 
a great influence on the ultimate outcome. 


THE CLASSROOM CURRICULUM 


It will be impossible in this section to go into detail about 
exactly what should be taught in any given academic situation, 
both because the situations are too numerous and diverse and be- 
cause such detail lies beyond the scope of this book and beyond 
the competence of its author. It should, however, be both proper 
and possible to examine some of the philosophical conceptions that 
inevitably lie behind convictions about what should or should not 
be included in any given course of studies. The most pertinent of 
these conceptions is that of the purpose of classroom instruction 
and the place that the work of the classroom holds in the total edu- 
cational process. 

Returning to Krug as our example, we find descriptions of 
four bases on which curricula are commonly organized. These he 
calls subjects, broad fields, problems of living, and experience. 
Let us look at each in turn. 


4 ; * A 
Op. cit., pp. 103—108. Other writers on curriculum 
use varied, though generally similar, descriptive expressions- 
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Subject and Broad-fields Curricula 


The first category pretty well explains itself. Over the ages 
men have developed the arts and the sciences as so many ways of 
achieving some understanding of various facets of reality. Obvi- 
ously, not all arts and all sciences can be taught to all students; 


Stratemeyer, Forkner, McKim, and Passow also find four 
major types of curriculum organization, which they call sepa- 
rate subjects, subject fields (groups of related subjects), broad 
areas (which cut across subject fields), and plies or needs 
of the group; F. B. Stratemeyer, H. L. Forkner, M. G. Mc- 
Kim, and A. H. Passow, Developing a Curriculum for Mod- 
ern Living (New York: Bureau of Publications, Teachers 
College, Columbia University, 1957)» PP: 86-105. The au- 
thors favor the last of these divisions, a child-centered ed 
gram based on “persistent life situations.” Smith, Stanley, 
and Shores speak of the subject curriculum, the correlated 
curriculum, the broad-fields curriculum, and the activity cur- 
ticulum; B. Othanel Smith, William O. Stanley, and J. Har- 
lan Shores, Fundamentals of Curriculum Development, rev. 
ed. (New York: Harcourt, Brace & World, Inc., 1957); PP- 
230-275. These authors add to their four divisions the 
notion of core curriculum. The first meaning of the term as 
they explain it can be largely reduced to their broad-fields 
curriculum, and the second to a particular plan for education 
for citizenship, though the authors themselves see their mean- 
ings of core curriculum as constituting distinct forms; ibid., 
pp- 311—387. Faunce and Bossing see the core curriculum 
as part of the experience curriculum; Roland C. Faunce and 
Nelson L. Bossing, Developing the Core Curriculum (Engle- 
wood Cliffs, N.J.: Prentice-Hall, Inc., 1958). Alberty uses 
the two broad divisions of subject-centered and experience- 
centered curriculum, and recommends combining the values 
that come from direct experience with those that come from 
systematic organization; op. cit, pp. 125-155- Using fur- 
ther distinctions, Alberty sees six kinds of what he calls core 
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but some more or less judicious selection from among these has 
constituted the traditional classroom curriculum. It has also con- 
stituted the proper classroom curriculum, since the work of the 
classroom is precisely the development of its students’ intellectual 
capacities, including, of course, aesthetic sensitivity and some 
skills. 

One difficulty with this approach is that the arts and especially 
the sciences are ramifying so rapidly as to make judicious selection 
among them increasingly difficult. The problems inherent in 
the intense and increasing specialization of knowledge are particu- 
larly acute in universities and research institutes, where communi- 
cation among men who are supposed to be colleagues is becoming 
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curriculum, ranging from one based on separate subjects to 
one consisting of activities planned by teacher and students; 
ibid., pp. 169-193. Beauchamp follows much the same 
method. He describes the subject-centered and the expeti- 
ence curricula as the extremes, and, as intermediate concep- 
tions, the correlated, fused, broad-fields, core, and integrated 
curricula; op. cit., pp. 18-36. Leonard speaks of reorganiz- 
ing the subject curriculum into what he calls topical, cultural, 
and problem types; J. Paul Leonard, Developing the Sec- 
ondary School Curriculum, rev. ed. (New York: Rinehart & 
Company, Inc., 1953), pp. 270-305. He also devotes some 
space to core courses; ibid., pp. 396-435. Saylor and Alex- 
ander oe a thorough description and a balanced evalua- 
tion of approaches to curriculum construction which they 
term subject-centered, broad-field, major social functions of 
living, and interests, needs, and problems of learners; op. Cites 
pp- 250-304. They give a similar treatment to the notion 
of core curriculum; ibid., pp: 306-345. Jameson and Hicks 
describe briefly four types of curriculum as separate-subjects, 
correlated, broad-areas, and needs-development, and prefer the 
last type; op. cit., p. 40, Beck, Cook, and Kearney use the 
terms separate-subjects, correlated (including core), broad- 
fields, and developmental-activity to describe kinds of cut 
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increasingly rare. Secondary and even elementary schools, how- 
ever, ate also affected by this situation, and are under constant pres- 
sure to add more and more subjects to an already crowded cur- 
riculum. Yet if we do not graduate our students, at whatever 
academic level, with some connected and intelligent grasp of reality 
as a whole, if we confine them to isolated fragments of that reality 
with unbridged and unimagined chasms gaping between the frag- 
ments, we can hardly claim to be doing much of a teaching job. 
The attempt to overcome some of these difficulties involved 
in the specialization of knowledge has led to the second category, 
which Krug calls broad fields, or integration. The aim here is to 
help the student relate various aspects of reality in his own mind 
by explicitly relating their study in the classroom. Within this 
category Krug distinguishes correlation, which “implies the estab- 
lishment of relationships among two or more subjects without nec- 
essarily destroying the identities of these subjects as such” from 
what he calls fusion, “under which two subjects are brought to- 
gether in such a way that they lose their separate identities and 
form a new pattern.” An example of correlation would be cross 
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riculum; they, too, prefer the last type; Robert H. Beck, 
Walter W. Cook, and Nolan C. Kearney, Curriculum in the 
Modern Elementary School (Englewood Cliffs, NJ.: Pren- 
tice-Hall, Inc., 1953), pp- 2377241: Anderson keeps to the 
two broad classifications of subject-centered and experience- 
centered approaches to curriculum development, and favors 
the latter; op. cit., pp. 67-81. Fitzgerald and Fitzgerald 
describe curricular organizations as subject, broad-fields, core, 
and activity, and provide a critical comparison and contrast 
between conventional and newer curricula; op. cit., pp. 129- 
149. Gwynn speaks of a correlated, fused, core, and experi- 
ence curriculum, with some minor variations such as interrela- 
tion; op. cit., pp. 241-245, 410-412, 453-455- A high 
point of Gwynn’s contribution is a definition of curriculum 
that includes “extracurricular” activities; ibid., p. 245- 
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references between a history and an English class, in both of which 
the same chronological period was under study. An example of 
fusion would be a single course in social studies or in problems of 
democracy. 

Correlation should help the student see relationships among 
his various glimpses of a complex reality, thus allowing him to 
build up gradually an intellectual framework or context within 
which new knowledge can be intelligibly situated. Fusion aims 
at the same end, and, in addition, at helping teduce the prolifera- 
tion of subjects within the classroom curriculum. Yet, because 
of the very nature of reality and of the human mind, there are 
limits to what can be done in this direction. Knowledge may be 
a singular noun for the infinite mind of God, but it is to a large 
extent a plural noun for the finite minds of men. We have knowl- 
edges rather than knowledge, and our chief intellectual endeavor 
is to reduce that plurality as much as we can to singularity, to 
comprehend the many under the one, to coordinate our knowledges. 
But coordinated knowledge, properly understood, does not mean 
confused knowledge. There ate several ways in which the one 
and the many are related; there are different kinds of whole, each 
with its own type of unity. Coordinated knowledge is a unity 
of order among several kinds of knowledge, each of which, in 
order to come into relationship with the others, must be and remain 
itself. You cannot, for example, coordinate historical and geo- 
graphic and economic knowledge unless you first have these knowl- 
edges as they are in themselves, each specified by its own object, 
and unless, in approaching a problem involving all of them, you 
carefully keep each kind of knowledge distinct from, though related 
to, the others. Coordinated knowledge is a unity of order. To 
speak of the unity of knowledge in any other sense, to aim at a 
unity which ignores the ultimately irreducible differences among 
types of knowledge—this is to achieve, not coordination, but chaos. 

In the first place, then, if the student is going to coordinate 
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his knowledges, he must first have those knowledges. So before 
worrying about coordination, we must first teach him and teach 
him well. In the second place, he must continue to see the dis- 
tinction as well as the relation between the various disciplines that 
we teach him. If he cannot tell the difference between historical 
and geographic and economic knowledge, he is not likely to have 
a very clear grasp of the complexities of problems that involve 
all those knowledges and more. One does not, for example, re- 
solve a social problem by blurring and confusing its complexities; 
one simply guarantees that he will never resolve it because he does 
not even understand it. The broad-fields approach to the class- 
room curriculum has much to be said for it as an effort in the direc- 
tion of an important educational goal. It does, though, have limi- 
tations. 


Organization by Problems 


As Krug points out, the subject and the broad-fields approaches 
to the construction of the classroom curriculum differ in their con- 
ception of what constitutes a single, teachable subject, but are in 
agreement that the basic aim of any classroom curriculum is to help 
the student develop knowledges and skills. He continues: ° 


It is possible, on the other hand, to depart from the traditional 
categories of human knowledge and skill as the bases for or- 
ganizing the classroom studies. One possibility is that of 
human problems or needs, such as selecting and preparing 
for an occupation, developing one’s personal effectiveness, 
establishing and maintaining good family relationships, and as- 
suming responsibilities. 

In what the author is here describing we have an example of 
confusion about the meanings of curriculum that has its origin in 
confusion about the meanings of education and the functions of 
the various agencies of education. The problem comes finally to 


5 Tbid., p- 105. 
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what kind of whole one considers education to be. If education 
is, as this book maintains, a potential whole, and if education is an 
analogical rather than a univocal term, then different agencies of 
education will have specifically different functions, even though 
these inevitably overlap to some extent. The classroom, this book 
has also maintained, is specifically directed to the intellectual; if it 
aims directly at any other goal it is attempting something for which 
other educational agencies are better equipped, and it is also leaving 
undone something for which no other agency is as well equipped. 
Selecting an occupation is an important procedure, but it seems to 
involve some sort of guidance program in which many agencies 
of education cooperate, rather than anything that can or should be 
organized as a classroom course of studies. Preparing for an oc- 
cupation may indeed, as the section on vocational education pointed 
out, be the basis of a classroom program, but as a means of handling 
a special rather than a general situation. The aim of developing 
one’s personal effectiveness seems so vague and general as to lose all 
meaning, at least as the basis of a classroom course of studies. Ef- 
fectiveness for what? And how do you teach it? It is this sort 
of thing that brings schools into disrepute and supports sometimes 
well-founded charges of devotion to trivialities. Establishing and 
maintaining good family relationships is certainly a worthy aim, 
but surely the family itself is the educational agency that could best 
achieve this end. Something can be taught in the classroom about 
the nature of the domestic society and the relationships involved 
in it; and it is important that students gain such knowledge. Yet 
actually maintaining good domestic relationships seems to require 
moral virtues like patience and kindness rather than knowledge, 
however important it is, of sociological or anthropological or theo- 
logical conclusions about the family. And moral virtue cannot 
be taught in the classroom. Finally, coming to assume responsi- 
bilities is also an essential part of the education of young people. 
Again, however, this is a moral matter more than an intellectual 
one. Parents and others can try to control the environment in such 
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a way that situations will arise in which young people will be re- 
quired to assume responsibility; but they cannot do more than this. 

While classroom teachers were making whatever ineffectual 
gestures such a curriculum would call for, the proper work of the 
classroom would go undone because there is no other agency to do 
it. This is not to say that a classroom curriculum should be so 
unrealistic as to divorce itself from “human problems or needs.” 
It is to say that few human problems can be resolved without bring- 
ing knowledge and clear thought to bear on them; it is also to say 
that one of the prime human needs is precisely the development 
of intellectual virtues, of human knowledge and the desire and 
ability to increase it. The classroom, chiefly through its teacher 
and its curriculum, is the central agency for the achievement of 
such an end. If it tries to be all things to all men, it succeeds in 
being nothing of value to any of them. The problems-of-living 
or life-adjustment curriculum cheats the students out of what they 
have a right to expect from their classroom teaching, and puts noth- 
ing effective in its place. 

It may be worth pointing out that the addition to this type 
of curriculum of the adjective “Catholic” or “Christian” does not 
materially alter the situation; it merely changes the emphasis from 
temporal life to eternal life. No one is objecting to adjustment 
either to this life or to the next; the objection is to taking up 
precious classroom time in the process. The work of the classroom 
is still specifically intellectual rather than religious or social or moral 
or anything else. If there is such a thing as the natural order, 
and if knowledge of this natural order is good in itself, as an end 
and not just a means to a higher end, then the classroom had better 
devote its strictly limited time to helping its students acquire this 
knowledge and the ability to get more. Confusion is still confu- 
sion, even when sprinkled with holy water. 

It was pointed out above ê that in his encyclical Pope Pius XI 
used the term education in a much wider meaning than that of 


€ Chapter four, p. 86, note 5. 
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schooling. Failure to distinguish the various meanings of the word 
has sometimes led to misinterpretations of the encyclical and to 
unfortunate conceptions of what Catholic schools are supposed to 
be doing. For example: 7 


The place for Catholic children to receive their education is 
in the Catholic school. There the Christian philosophy of 
education, based on the Christian philosophy of life, receives 
its implementation. In his encyclical on the Christian Edu- 
cation of Youth, Pius XI tells us that the aim of Christian 
education is “to co-operate with divine grace in forming Christ 
in those regenerated in Baptism.” Paraphrasing this defini- 
tion and applying it to our own circumstances here in the 
United States, we might say that the aim of Christian edu- 
cation is to provide those experiences which, with the assist- 
ance of divine grace, are best calculated to develop in the 
young the ideas, the attitudes, and the habits that are de- 
manded for Christlike living in our American democratic 
society. 


Here, again, the work of the school is seen as that of education 
for citizenship; the only difference is that now the city of God has 


been added to the city of man. And the ideal means of achieving 
this end is the activity or experience curriculum: ê 


The successful school organizes its curriculum into a series of 
things to be done and offers a plenitude of opportunity for 
first-hand experience. The successful school is a place where 
children live and do, not merely sit and listen. ... They 
live, they act, they do; and through living, acting, and doing 
their characters ate formed. Basically, character is something 
that is resident in the will. 


1 Right Reverend George Johnson, “Education for Life,” 
in Sister Mary Joan, O.P., and Sister Mary Nona, OPs 
Guiding Growth in Christian Social Living (Washington, 
D.C.: The Catholic University of America Press, 1946), vol. 
II, p. 5. Reprinted by permission. Cf. ibid., p 13. 

° Ibid., p. 7. Reprinted by permission. 
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The formation of character, then, is the primary function of the 
school. It is true that intellectual development is also important, 
but intellectual development for the exclusively practical end of 
solving problems concerning courses of action.? As with other life- 
adjustment and experience curriculum programs, there is here a 
complete lack of any notion of knowledge as speculative, as liberal, 
as its ownend. What really matters is doing and living and acting, 
for by these means, rather than by sterile speculation, will we and 
our charges storm the gates of heaven. What has Jerusalem to do 
with Athens? +° 


The Experience Approach 


The fourth category that Krug describes is one that bases the 
classroom curriculum on the experience, not of the teacher, but of 
the students. “The organization of the experience curriculum,” 
he says, “is therefore in a continuous process of development in 


° Tbid. 

10 See also The Rev. Gerard S. Sloyan, The Recognition 
of Certain Christian Concepts in the Social Studies in Catho- 
lic Elementary Education (Washington, D.C.: The Catholic 
University of America Press, 1948). The author makes no 
distinction between education in the sense of a total life proc- 
ess and education in the sense of classroom instruction, with 
the result that the latter, like the former, is to aim directly 
at salvation. The question then arises in one’s mind whether 
social studies will be taught at all. See also Sister Mary 
Janet, S.C., Catholic Secondary Education: A National Sur- 
vey (Washington, D.C.: Department of Education, National 
Catholic Welfare Conference, 1949)- The author sees the 
proper aim of the school as that of producing Christians rather 
than scholars (p. 138), and calls for less emphasis on the 
intellectual and more on the moral virtues (pp. 92 f.» 134). 
Indeed, it is there argued, Catholic colleges should accept 
students on the basis of their Christianity rather than their 


scholarship (pp. 139-140). 
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which the learner participates.” * 


After considerable experience 
in formal education most students become sufficiently conscious 
of their intellectual interests and sufficiently definite in their voca- 
tional plans to select, say, a college major in mathematics rather 
than in modern languages or a college of arts and science rather 
than a college of medicine. Even these relatively mature students, 
however, do not set the classroom curriculum of the courses of 
instruction that they follow; even at the college level a distinction 
is made between the student body and the faculty. At lower 
levels, the necessity for such a distinction is even more apparent. 
It is, of course, simply a matter of good teaching to begin with 
what the student now knows and, so far as possible, what he is 
now interested in. But the whole point of the teaching process 
is to guide the student in directions that the teacher, on the basis 
of his maturity, experience, and professional training, considers 
he should go. The experience curriculum, if it means what its 
proponents say it does, would seem to amount to something like the 
problems-of-living approach plus a built-in guarantee of perpetual 
juvenility. Apart from the physical order, most children are not 
in a position to know in what direction or by what means they most 
need to grow; to build a classroom curriculum on their limited 
experience would be something like extending the kindergarten 
throughout the school? This is not democracy; it is chaos. Even 
Rousseau, who confused teaching with indoctrination and insisted 
that Emile learn geometry and physics by what we have been call- 
ing controlled discovery," did, after all, himself control the situa- 


™ Krug, op. cit., p. 106. 

p One basis of the permissive curriculum is the uncritical 
application to classroom procedures of certain theories of 
growth; see Ralph W. Lewis, “Growth, in Biology and in 
Education,” in Helmut Schoeck and James E. Wiggins 
(eds.), Scientism and Values (Princeton, N.J.: D. Van 
Nostrand Company, Inc., 1960), pp. 181-201. 


13 5 a 
Sce Jean Jacques Rousseau, Emile: or Education, Bar- 
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tion so that Emile would learn something of these disciplines. And 
that he should so learn resulted from a decision made by Jean 
Jacques Rousseau and based on his experience, not from a decision 
made by Emile and based on his lack of experience. It is Rousseau 
who gave us the dictum that “The art of teaching consists in mak- 
ing the pupil wish to learn,” ™ and who insisted that appealing to 
children’s present interests is the best motivating force. Yet 
even Rousseau, with all his permissiveness of attitude, did not go 
as far as the experience curriculum, probably because he wanted 
Emile to learn something. 


THE SCHOOL CURRICULUM 


In Chapter four 1° there was some discussion of the role of the 
school as one educational agency. The position there taken was 
that the school is a more inclusive agency than the classroom, and 
hence should take direct means to educate its students on more 
than the intellectual level. It was also maintained, however, that 
the school exists, as an institution, for the work of the classroom, 
and hence that it should not let its other educational efforts inter- 
fere with classroom work and with the intellectual development 
of its students. 

Even in the classroom and the laboratory, of course, much 
more than intellectual education constantly goes on. The impact 


bara Foxley, trans. (New York: Everyman's Library, E. P. 
Dutton & Co., Inc., 1911), pp. 110—111, 138-139. Cf. in 
Chapter seven above, the section on What Is Teaching and 
What Is Teachable? 

** Jean Jacques Rousseau, Emile: or Education, B. Fox- 
ley, trans. (New York: E. P. Dutton & Co., Inc., 1911) 
(Everyman’s Library), p. 250. Reprinted by permission. 

1 Ibid., pp. 81, 140-144. 


16 See the section on The School. 
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of one personality on another, the way in which the teacher goes 
about his work and treats the students, and a thousand other ex- 
periences of the daily classroom round inevitably have a strong 
influence on the moral, the social, the emotional, and other related 
facets of the student’s personal development. ‘These results are 
of such importance that one should be able to take it for granted 
that the classroom influences in these respects will be beneficial 
rather than harmful. The teacher, for example, who ridicules 
students or plays favorites should be taken to task and even, in 
extreme cases, discharged, no matter how successful a history 
teacher he may be; the student who has a bad moral effect on 
other students should also be taken to task or even expelled, no 
matter how successful a student of physics he may be. Yet, di- 
rectly and immediately, the job of all concerned with classroom 
teaching and learning is intellectual, is concerned with arts and 
sciences and skills. Growth of other kinds occurs in the classroom, 
but it occurs incidentally and indirectly. 


The Place of Extraclass Activities 


The school as a whole, on the other hand, aims directly at more 
than intellectual growth, and hence may employ means of fostet- 
ing that growth that would be out of place in the classroom and 
would perhaps interfere with its work. Extraclass activities have, 
by definition, no place in the classroom; but they have a definite 
place in the school. The fact remains, however, that the school 
came into being for intellectual reasons and that it exists ultimately 
for what goes on in its classrooms; without the school young people 
can still grow morally and socially and in other ways because of 
other educational agencies, but without the school they cannot grow 
very much intellectually. If, then, extraclass activities come to the 
point of interfering seriously with intellectual pursuits, they must 
yield the ground, however beneficial they may be in themselves. 
With these general notions in mind, let us look briefly at some of 
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the activities which may fittingly find a place within the school 
curriculum. 

Krug’s summary is that “Extra-class activities include inter- 
scholastic and intramural athletics, school publications, music pro- 
gtams, plays, student body organization and management, debates 
and other speech projects, plus a great variety of student clubs.” ** 
To these should be added, for a Catholic school, various religious 
practices, such as assistance at Mass and an annual retreat. 

The value of these activities to students is surely so widely 
acknowledged as not to require the support of argument; the record 
speaks for itself. Through a judicious handling of these means, 
the school can make a direct and immensely valuable contribution 
to the student’s development in moral, social, physical, and other 
ways. Each school administration will no doubt have to make its 
own decisions in the light of its own circumstances about what 
extraclass activities will find a place in its curriculum and what 
amount of emphasis will be given them. A few general points, 
however, can probably be made. 

One is that there should be restrictions on the amount of time 
any student may give to these activities; the social virtues are im- 
portant, but schools do not exist to turn out a generation of profes- 
sional joiners. Another general point is that everyone should be 
given the opportunity to take part in at least some extraclass ac- 
tivity, no matter how poorly he is doing in his classroom studies. 
For the school is, after all, directly interested in more than the intel- 
lectual virtues, and should make at least some part of its wider 
educational functions available to all its members. In any event, 
no student is going to spend all his time in study, and he could 
be doing a lot worse than engaging in some school-sponsored ac- 


1 Op. cit., p. 114. A much more detailed list is that 
of Harold C. Hand, Principles of Public Secondary Educa- 
tion (New York: Harcourt, Brace & World, Inc., 1958), 


pp. 163-167. 
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tivity. A third point is that, so far as possible, students should 
take a part, and often the chief part, in planning the details of the 
program involved; it is here, rather than in the classroom, that the 
experience curriculum has a reasonable place. As a corollary, stu- 
dents should also be held responsible for the results of their plan- 
ning, including the financial results. A fourth point is that the 
cost of any of these activities to the student should be small enough 
that no one is excluded for lack of money.*® Any other arrange- 
ment encourages snobbishness and pride in those who have the 
necessary money, attributes that extraclass activities are definitely 
not supposed to be promoting. It could also foster a sense of in- 
justice and do serious psychological harm to those who do not have 
the wherewithal. And in both groups it encourages a false set of 
values. 

In summary, the school curriculum can hope to achieve much 
more in the development of the whole man than can the narrower 
classroom curriculum. If it is itself prudently handled, it can do 
much for the student’s acquisition of prudence as well as of other 
virtues. 


QUESTIONS 


1. Should method or content, professional preparation or aca- 
demic education, be stressed in teacher training? 

2. Should the curriculum emphasize the past or the problems 
of the present? 

3. Should the same secondary school try to educate all types 
of student? 

4. What extraclass activities should be included in and ex- 
"For a good discussion of this important point, see 


Hand, ibid., pp. 183-185. 
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cluded from the curriculum at any given level? Is there, 
at present, undue emphasis on these activities? 


. How can we achieve an integrated curriculum, particularly 


on the secondary level, to avoid the waste of time resulting 
from overlapping courses and from barriers between subject 
departments? 


. “If a visitor entered your classroom he shouldn’t be able to 


tell whether you're teaching religion, history, or govern- 
ment.” (A supervisor of education). Discuss. 


. In the high school is the forty-minute or the fifty-five- 


minute period preferable? 


. Should less talented high school students take general 


mathematics or simple algebra? Should they be put into 
either of these courses on the basis of previous grades, tests, 
etc., or should they be allowed to try their hand at regular 
algebra and geometry courses? 


. Should science projects for school and community com- 


petition receive class credit? 

Are school boards currently requiring more subjects than 
can be properly taught? Should a classroom curriculum 
aim primarily at breadth or at depth of instruction? 
Should freshmen choose electives (a) in high school, (b) 
in college? 

Should the student be tailored to the curriculum or the 
curriculum to the student? 

Should the curriculum be modified when two grades are 
in one classroom? 

Is there such a thing as a “model” curriculum? 

Can education be integrated without a special course? If 
so, how? If not, what should the course be? 

Should there be departmentalization on the elementary 
level? 
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17. 


18. 


19. 


20. 


2I. 


Can history and sacred doctrine be woven together in the 
curriculum to produce students who have an awareness of 
their Christian heritage? If so, how? 
“We try to hold a balance between a subject-centered and 
a child-centered curriculum.” What meaning would you 
attach to this statement? Would you agree or disagree 
with it as the statement of an objective? If you agree, 
what suggestions would you make for implementing it? 
“The purpose of graduate training is to make the student 
a scientist in his field, supposing that field to be a science.” 
Discuss. 
How does a teacher meet the needs of all children in a 
classroom in which the IQ may vary from 75 to 135? 
Comment on the following teachers’ statements concerning 
school or classroom curriculum on: 
a. The elementary level 
“I think geography and history should be eliminated 
from grades 1 to 6 and taken up later. The day isn’t 
long enough for all the subjects, and we should concen- 
trate on reading, writing, and arithmetic in the early 
grades.” 
“Music is one of the arts and definitely has a place in 
the elementary classroom curriculum. But it must be 
taught properly. Intellectual training and development 
in music center around the ability to read a musical 
score. This involves note singing rather than rote sing- 
ing. The choir taught in this way may not sound as 
finished in church, but the children will have learned 
more music.” 
“We confine our extraclass activities to one afternoon 
a week, from 3:00 to 4:30; this is for Brownies, Cub 
Scouts, choir practice, and altar-boy instruction. An 
exception is the sport in season; teams practice five days 
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a week. The teachers remain in their classrooms for 
an hour and a half each day after school for guidance.” 

b. The secondary level 
“Our vocational subjects are typing, shorthand, book- 
keeping, general business, homemaking, foods, and 
clothing. I think these last three should be dropped 
from the curriculum; they could and should be learned 
athome. The time could better be devoted to a regular 
academic subject or a fine-arts course. Some of the girls 
who go into these courses are very bright; they should 
be in classes which would challenge their intellectual 
capacities.” 
“I would make provision in the students’ day for more 
study time, to be devoted to the ‘core’ subjects. A 
schedule set up on hour periods would eliminate some 
electives (we're overstocked with commercial subjects 
anyway) and allow part of the period to be devoted 
to study under the supervision of the class teacher and 
in the same classroom in which instruction in the sub- 
ject had been going on. One of the things the students 
should get from this arrangement is some notion of how 
to study, and some of them might even do some study- 
ing at home.” 
“In order to satisfy college entrance requirements we 
teach so many subjects in our academic course that reli- 
gion has to alternate with physical education, each aver- 
aging 24% periods a week. I am afraid of the implica- 
tions that the students may read into this arrangement. 
What do you think we should do?” 

c. The undergraduate level 
“I would rather give methods of orderly writing than 
a course in logic. Most students have strange notions 
about how one thing should follow from another. 
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They can learn this by reading and by practice in writ- 
ing. Formal logic is too difficult for freshmen.” 

“We have given up the notion of an integrated course 
in social science. We have not succeeded in getting 
sociologists, political scientists, and economists to come 
up with anything truly integrated; each teaches only 
the field he knows.” 

“To what extent is the teaching of apologetics important 
for the student? My personal tendency would be to 
diminish the importance of this teaching because they 
are Catholic students; they have the Faith; they don’t 
need to be converted. And the questions of apologetics 
are of such a nature as to raise doubts in the mind.” 
“Theology is an analysis of revealed truth, not of the 
personality of Christ or of His emotional appeal or of 
the warmth of His virtues and His love. I think one 
could hope to communicate this, but not to teach it di- 
rectly.” 

“The student will fruitfully study dogma only when he 
sees some reason for doing so. This motivation is best 
supplied by a study of the life of Christ.” 
“Mathematics should not be regarded chiefly as a tool 
placed at the disposal of the useful arts, of external aims, 
even of other sciences.” 

“Interdepartmental courses tend to be superficial. The 
student needs the specialized course in order to come 
to gtips with complexity, with an advanced level of 
thought, as part of a liberal education.” 

“A physics course in a liberal program should be a course 
in physics and not just a course about physics. It 
should use mathematics and contain laboratory work. 
The student should be a participant in the enterprise 
and not just a spectator.” 
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“A competent physicist generally regards research as his 
most important work, the training of physicists as a 
secondary job, and the teaching of nonscientists as some- 
one else’s responsibility.” 
“Te’s all very well to talk about insisting that each stu- 
dent take no more than five courses. But unless such 
a reduction is to do anything more than give him even 
more time to waste, the courses must be beefed up, at 
the cost of a great deal of time and effort on the teacher's 
part. If the school either doesn’t give him a light teach- 
ing load or rewards publication rather than teaching, 
it’s talking out of both sides of its mouth at once.” 
“Some of these jokers who keep insisting that every 
student must have a course in this or a course in that 
(and it always turns out to be what they happen to 
teach) should sit down and try to make out a course of 
studies under real conditions. According to their re- 
quirements, not one school in the country can ever have 
turned out a properly educated person.” 
“All subjects are, ultimately, related to all others.” Ex- 
plain in what sense, if any, you consider this statement 
true. What implications would your explanation have for 
the curriculum at any level? 
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In the Foreword it was stated that this book attempts to present a 
particular philosophy of education rather than a survey of other 
doctrines in this field. Yet there is a place in such a book for at 
least a single chapter devoted to an outline and evaluation of a few 
fairly recent works in philosophy of education. Its purpose is to 
introduce the student to the various authors and positions touched 
on, in the hope that he will be led to read and judge these works 
for himself. It is definitely not meant to serve as a surrogate for 
such reading, both because a synopsis is never an adequate substitute 
and because the critical evaluations which the chapter contains are 
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only one man’s view and should themselves be subjected to equally 
critical evaluation in the light of a reading of the original works. 
In efforts of this kind there is always some danger of superficiality; 
the surest way to remove that danger is to read the men themselves. 

Within the scope of a single chapter it is impossible to take 
into account all or even most of the books and positions that might 
profitably have been given attention. The fundamentally impor- 
tant work of John Dewey, for example, is omitted for two principal 
reasons: First, several references to his thought have already been 
made where it seemed to have a direct bearing on some topic dis- 
cussed in this volume; and, second, an adequate treatment of 
Dewey’s educational philosophy would certainly require at least 
another book rather than merely part of a chapter. The selection 
that was made does not pretend to cover the whole of an area in 
which a great deal of thinking and writing is going on at the 
present time. The chapter simply considers a few men and works 
that seem to be attracting considerable notice and probably exercis- 
ing real influence. Further, it treats those considered on an indi- 
vidual basis rather than as representatives of some particular phil- 
osophical outlook such as realism or pragmatism. The latter 
approach is frequently used and has real merit in that men who 
philosophize about education, as about anything else, do so from 
a general philosophical position. But this approach also has a weak- 
ness, in that it risks distorting the often highly personal details of 
a doctrine and blurring its sharpest outlines in the effort to force 
it into a mold which it does not exactly fit. In any event, this 
chapter does not attempt to touch on all major philosophical posi- 
tions, but simply to survey a few prominent works regardless of 
the position represented. There will, accordingly, be some men- 
tion of philosophical points of view as these seem pertinent to the 
book being considered, but the emphasis is on the individual man 


and his work rather than on the philosophical label, however con- 
venient the latter may sometimes be, 
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SMITH: THE IMPROVEMENT OF VALUE 
JUDGMENTS 


First we shall consider the simple and reasonable though not 
profoundly philosophical position represented by Philip G. Smith, 
of the University of Tennessee. The thesis of a little study,’ pre- 
pared for one division of the Co-operative Program in Educational 
Administration, is that administrators who have some philosophic 
insight will administer better than those who lack such insight. 
To support this position, it is necessary to find out, first, what this 
philosophic insight or philosophic-mindedness amounts to. Then 
one can conclude why administrators need this outlook and can 
make suggestions as to how they may cultivate it. 

In his introduction, the author begins from the position that 
there exist two erroneous but widely held views concerning the 
relation of philosophy to school administration. The first is that 
philosophy is so abstract as to have nothing whatever to say con- 
cetning practical school situations. The second is that philosophy 
is so definite that it determines inevitably and almost automatically 
every concrete decision to be made during a school day.” The 
truth, like virtue, lies in the mean. An intelligent administrator 
will make his own decisions, and not accept them ready-made from 


*Philip G. Smith, Philosophic-mindedness in Educa- 
tional Administration (Columbus, Ohio: College of Educa- 
tion, The Ohio State University, 1956). 

* [bid., p. x. Chi p93: Whether these two views are 
as widely held as the author maintains they are remains an 
open question. It is possible that Smith is here simply 
setting up the straw man of two equally untenable extremes 
so that his own analysis can correct them and establish the 
true position. However that may be, his position itself 
makes excellent sense, though its superficiality raises some 
doubts about the accuracy of calling it philosophical. 
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any rigidly conceived philosophy (to do so, of course, would be 
to misconceive entirely the nature of philosophy); on the other 
hand, an intelligent administrator will make his decisions in the 
light of some philosophic principles and with some philosophic 
insight.? The burden of the argument to this point seems to be 
that intelligent administrative practice requires a theory behind it, 
an unexceptionable but not particularly earth-shaking conclusion. 

Pethaps, though, philosophy constitutes a special kind of 
theory. One of the basic things that can be said about philosophy 
is that it is concerned with what is fundamental in all areas of 
thought, and is not itself coterminous with any particular science.* 
On the same subject, passing mention is made of the early Wittgen- 
stein and his conception of philosophy as an activity rather than 
a theory, as concerned with the clarification of thought rather than 
the acquisition of knowledge.® The author’s own position is that 
the aim of philosophy is the improvement of value judgments; in 
other words, the developed habit of philosophical inquiry should 
enable us both to know what is really valuable in particular situa- 
tions and to make decisions about what to do here and now in order 
to realize those values. Further, whereas science concerns what is 
(which is here called matters of fact), philosophy concerns what 
should be.® Apparently based on a mixture of John Dewey, C. I. 
Lewis, an earlier position of Herbert Feigl,” and a sentence from 
George Santayana, Smith’s conception of philosophy seems to be 

* Ibid., p. xi. 

* Ibid., p. 8. 

5 Ibid., p. 10. 

€ Ibid., pp- 11-13. 

7 Ibid., PP- 13-24. For Feigl’s later position on the 
meaning criterion, sce his “Philosophical Embarrassments of 
Psychology,” The American Psychologist, 14, 3 (Match, 
1959), ise 28; and his “The Philosophy of Science of Logi- 
cal Empiricism,” Minnesota Studies in the Philosophy of 
Science, 1 (1956), 3-37. 
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reducible to that of an exclusively practical as opposed to specula- 
tive discipline, something like a combination of ethics and prudence. 
Whether this rather simple notion is really that which is implied 
in Lewis’s value theory,” for example, is questionable; what seems 
beyond question, at least in this writer's mind, is that Smith’s posi- 
tion amounts to nothing more profound. 

The most useful part of this book for the author’s announced 
purpose is the third chapter, in which he brings his conception of 
philosophic-mindedness down to the level of problems faced spe- 
cifically by administrators. Organizing his comments around the 
headings of comprehensiveness, penetration, and flexibility, Smith 
ptesents a series of well-formulated and well-explained character- 
istics that the thought of an intelligent administrator should ex- 
hibit. With a wealth of pertinent illustration he supplies much 
sound advice on particular attitudes and traits that should mark 
the thinking of a successful administrator.” This advice, however, 
remains on the level of common sense, and could be expected of 
any intelligent, balanced, and experienced observer. The latter 
part of the book, based on various surveys and studies, may be of 
real value to those whom it is intended to serve. The earlier part, 
at least in its adventitious and somewhat pretentious references to 
philosophical theories, remains much ado about very little. 

Some years after the appearance of this little work, Smith col- 
laborated with H. Gordon Hullfish, his former teacher at The Ohio 
State University, on a similar book, but one more far-reaching in 


both breadth and depth.?? What was earlier called philosophic- 


8 See Clarence Irving Lewis, An Analysis of Knowledge 
and Valuation (La Salle, Ill.: The Open Court Publishing 
Company, 1946). 

°” Ibid., pp. 28-52. 

10 H, Gordon Hullfish and Philip G. Smith, Reflective 
Thinking: The Method of Education (New York: Dodd, 
Mead & Company, Inc., 1961). 
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mindedness is now called reflective thinking, and, as their title 
suggests, the authors take the position that the primary task of the 
classroom teacher is to help the student develop the habit of critical 
reflective thinking. As with Smith’s earlier book, there is a good 
deal of dependence, in the theoretical sections, on the value theory 
of C. I. Lewis, as well as incursions into logic and psychology, 
especially learning theory. There is also what purports to be an 
application of this theoretical matter to classroom instruction, 
though there occurs the same difficulty of recognizing the relation- 
ship between the speculative and the practical parts of this book, 
between theory and application. However, the material contained 
in the latter (part IV) is made up of such excellent comments 
on and illustrations of the art of teaching that one would do well 
to concentrate appreciatively on it rather than on the failure to con- 
nect it with the preceding theoretical material. Further, the final 
chapter makes a genuine contribution to the perennial problem 
of education for democracy. Though frequently not on a philo- 
sophical level, this whole section represents a mine of helpful advice 
for the classroom teacher and for the administrator, and could have 
come only from the fruitful combination of years of teaching ex- 
perience and the habit of reflective thinking upon that experience. 
The authors have well exemplified their own theme. 


SCHEFFLER: LINGUISTIC ANALYSIS 


Israel Scheffler, of Harvard University, may be taken as repre- 
sentative of the position known as linguistic analysis or analytical 
philosophy. His interest in this school was earlier demonstrated 
by his editing of an anthology +! featuring such names as Steven- 


Israel Scheffler (ed.), Philosophy and Education: Mod- 
ee (Englewood Cliffs, N.J.: Allyn and Bacon, Inc., 
1958). 
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son, Hare, and Ryle; and the title of a later work * indicates a con- 
tinuing interest in linguistic analysis as an approach to educational 
problems. 

Flourishing especially in the English universities, linguistic 
analysis derives in part from the logical positivism of the Vienna 
Circle through Wittgenstein and Ayer (though analysts usually 
repudiate positivism vigorously), and in part from the critical and 
analytical work of Moore and Austin. For logical positivists, state- 
ments in what have traditionally been called metaphysics and ethics 
must be discarded as meaningless, as having nothing to do with 
truth or falsity, because such statements fall outside experience 
and hence cannot be verified one way or the other. Taking less 
extreme attitudes, linguistic analysts do not rule traditional norma- 
tive ethics out of existence, though they substantially qualify its 
meaning. Their own interest, however, is with another concep- 
tion of ethics which the traditionalist might see as a metaethics ** or 
a logic of ethics or an analysis of the problems of ethical discourse. 
Thus considered, ethics does not arise from observation of what 
men do nor issue in conclusions about what they should do. 
Rather, it arises from the critical consideration of the language that 
men use when they attempt to express some intellectual justifica- 
tion of those actions which they consider morally right. 

The function of philosophy, accordingly, is that of analyz- 
ing and thus clarifying the language in which men express their 
thoughts so that they may realize as accurately as possible the mean- 
ing (or lack of meaning) of what they are saying, and thus be 


12 Israel Scheffler, The Language of Education (Spring- 
feld, Ill.: Charles C Thomas, Publisher, 1960). Courtesy of 
the publisher and of the author. ; 

18 See Vernon J. Bourke, “Metaethics and Thomism,” in 
Charles J. O'Neil (ed.), An Etienne Gilson Tribute (Mil- 
waukee: The Marquette University Press, 1959), pp- 20-32. 
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enabled to carry on more intelligible and hence more fruitful dis- 
cussion. In Aristotelian language, philosophy is reduced to a 
combination of epistemology and logic, with the emphasis on the 
latter taken in the sense of an organon. What the linguistic analyst 
calls philosophy the Aristotelian would see as an introduction to 
philosophy. 

Scheffler calls his own book an essay in the philosophy of edu- 
cation, which he clearly differentiates from a history of philosophies 
of education. The aim is to apply what the author characterizes 
as philosophical methods to basic educational concepts, These 
methods turn out to be those of the linguistic analyst, and aim 
at the clarification of certain ideas and forms of discourse that recur 
in educational literature, so that, through these examples of the 
critical evaluation of such discourse, the reader may be the better 
able to analyze similar statements when he meets them himself. 
There is particular emphasis on relating statements to their context 
and on disentangling practical considerations and issues from their 
often confusing associations.* In a word, one might sum up, the 
point of philosophy of education is to instruct the reader in how to 
clarify statements occurring in educational literature and to avoid 
the mental confusions often present in it. 

In his eagerness to justify this new conception of philosophy, 
the author is unfortunately led to do something less than justice to 
more traditional conceptions of philosophic activity. As he sees 
it, in the face of this notion of philosophy as the analysis of basic 
concepts for their clarity and arguments for their validity, “phi- 
losophers could no longer interpret their task as the deductive proof 
of factual theorems on the basis of self-evident axioms disclosed in 
intuition,” nor could they any longer indulge themselves “in paint- 
ing suggestive but vague portraits of the universe.” Jf Scheffler 


“Scheffler, The Language of Education, op. cit., pp. Vii 
18 Ibid, p. 7. 
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honestly regards this as an accurate characterization of philosophical 
activity since Socrates (who is here, by the way, accorded the dis- 
tinction—dubious in two senses—of being a forerunner of linguistic 
analysis), then one can but recommend further study. If he is 
deliberately setting up a straw man for rhetorical purposes, then 
he should revert to his own principles and subject these statements 
and ideas to the critical review which they badly require. Even 
the analysts, it seems, need analysis. 

One may quarrel with the author's conviction that this work 
of the analysis of concepts and statements in the field of education 
constitutes a philosophy of education. But one can have very 
little quarrel with the manner in which the task is carried out, even 
if he sees it as constituting a kind of introductory logic rather than 
a philosophy properly speaking. For the author does, and does 
with admirable clarity and acuteness of thought and expression, 
what he says he is going to do. He critically examines definitions, 
dividing them into various types, and argues, for example, that 
what purports to be a descriptive definition of “curriculum” actually 
contains a hidden practical element and announces a program." 
In the following chapter he applies the same careful analysis to such 
educational slogans as, “We teach children, not subjects,” to the 
end that we may avoid interpreting such slogans literally and mak- 
ing them operational doctrines.!” 

Next there comes a similar critical examination of the educa- 
tional metaphors of growth, molding, and sculpture as applied to 
the teaching-learning process, and an application of the conclusions 
reached to similar figures of speech that present themselves in edu- 
cational literature.18 The last two chapters are given over to an 
analysis of the notion of teaching, though the discussion is some- 
what restricted by the author’s eliminating, for the sake of sim- 

16 Ibid., pp. 11-27, espec. 23-27. 
1 Ibid., pp. 36-46. 
*8 Ibid., pp. 48-58. 
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plicity, any relation to success in that endeavor and confining the 
idea of teaching to that of making the effort to do so.!® Scheffler 
sees teaching as an art on the model of medicine or engineering or 
cooking, and insists that clarity about the meanings of teaching is 
necessary for anyone arranging a curriculum. The book concludes 
with a summary and an indication of some further educational 
problems to which the method of analysis pursued and exemplified 
in this book could and should be applied. 

If one looks at this work and the position that it represents 
as a sort of logic of education rather than a philosophy of education, 
as a clearing of the ground by the clarification of language and 
thought, then one can but applaud both the conception and its 
execution. The astute observations in which the book abounds 
accomplish two things: First, they point out some confusions of 
thought and language in the field of education, and explain why 
they are confusions; second, through careful, step-by-step analysis 
and criticism of current examples of such confusions, they provide 
the reader with models of procedure for his own critical examination 
of professional literature. Even though every careful reader has al- 
ways done this in his own way, this is the only book that I know 
which tackles the task systematically. 

On at least one further point, however, it is necessary to take 
issue with the author: that is, in his denial that a definition of man 
provides the basis for educational practice. “The conclusion often 
drawn in educational theory,” he states, “is that we must first decide 
what the correct definition of ‘man’ is, and that then practical edu- 
cational consequences will only need to be inferred by us through 
the application of pure logic.” au 


1 Ibid., pp. 60-61. This amounts to what the author 
earlier (pp. 13-15) characterized as a stipulative definition. 
For a related analysis of teaching, see B. Othanel Smith, “A 
Concept of Teaching,” Teachers College Record, 61, 5 (Feb- 
tuary, 1960), 229-241. 

= Ibid., p. 33. Reprinted by permission. 
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The Question of Human Nature 
The first criticism that Scheffler offers of this position is that 


of “postulating a simple deductive implication between definitions 
of human nature and practical educational consequences.” ** But 
this is simply another straw man; no competent philosopher of 
education has made any such claim, and even the incompetent 
ones that I can think of do not make this crass error. The book 
that you are now reading, for example, is built upon the theory 
that educational policy and practice must, in the nature of the case, 
take into account some notion, whether explicit or implicit, of the 
nature of man; but the remainder of the book is far from a simple 
logical deduction from that notion. What Scheffler seems to have 
in mind is something like the method of Spinoza’s Ethics; but this 
is not a method used, to the best of my knowledge, by any phi- 
losopher of education. 

The second criticism that Scheffler offers of this position is that 
there are many equally accurate definitions of man, and that to 
choose any one of them and then “to proceed to read off curricular 
counterparts to each dimension, as is often done, is to beg the whole 
question.” °° Apart from the inaccuracy of “as is often done,” 
one may question the statement that various alternative definitions 
of man are “all equally accurate.” If by various definitions the 
author means, for example, a historical definition, an anatomical 
definition, an economic definition, then, of course, each may be 
equally accurate because it is looking at the object defined from 
a different point of view and for a different purpose, and is express- 
ing a partial truth about man by describing some aspect of his being. 
But each of these is not equally accurate in the sense of being equally 
pertinent to the purpose of the definition, a purpose which, in this 
instance, is that of deciding how this man who is being defined 


21 Thid, Reprinted by permission. 
* Ibid., pp. 33-34- Reprinted by permission. 
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should be educated, in the broadest meaning of that term. In this 
context the appropriate definition is the one that says most com- 
pletely what man is, since the problem is how to educate the man 
and not just one aspect of his being. The appropriate definition, 
then, is a philosophical and, ultimately, a theological one (though 
one may, in a work in philosophy of education, restrict himself to 
the former). In this sense, the definitions are not equally accur- 
rate, 

Further, it is possible that the statement under discussion might 
be taken to mean that all philosophical definitions of man are 
equally true (or equally false). But unless he sees words as the 
ultimate reality, one does not start with a definition, not even one 
based on prior usage of the term being defined. One starts by 
observing men, by analyzing carefully what they do, and by mak- 
ing inferences from these observations to the nature of the being 
that is doing these things. This is, in oversimplified terms, what 
the philosophical psychologist attempts to do, and it is what a full 
chapter in this book was devoted to doing. One does not, then, 
wind up with a definition of man based on prior linguistic usage; 
rather, he winds up with a descriptive statement, inductively ar- 
rived at, on which a reasonable educational program may be built, 
though not by pure deduction. And it is going to make a great 
deal of difference to the educational program concerned whether 
the conclusion is that man is a rational and responsible animal, 
different in kind from other animals, or whether the conclusion 
is that man is simply another biological entity determined by his 
environment. Other possibilities exist, but these two will serve 
as examples. Scheffler sees the choice of a definition of man (as 
though it were something to be picked out of the air almost at ran- 
dom rather than arrived at through painstaking examination of evi- 
dence) as, in patt, depending on “the very consequences for edu- 
cational practice to be expected of such a definition.” This 


* Ibid., p. 34. Reprinted by permission. 
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evaluation of consequences, however, will itself be possible only 
in the light of a previous notion of the nature of the man affected, 
whether that notion is explicit or only implicit. 

The author has indeed made a powerful case for the importance 
of critically analyzing ideas and arguments. Those contained in 
his own book, as he himself insists, are no exception. 


PHENIX AND OTHER PHILOSOPHICAL SURVEYS 


Frederick C. Gruber, of The University of Pennsylvania, pre- 
sents a comparative and historical survey of various philosophical 
positions as these relate to the educational enterprise; his purpose 
is to provide the student with a foundation on which to build his 
own philosophy of education,** Apart from perhaps inevitable 
oversimplifications and a few inaccuracies in reporting the doctrines 
of others,” the author provides useful material for his announced 
purpose. His own preference for relativism appears in the last 
twenty pages of the book, and for pragmatism in Appendix B, en- 
titled “Modern Philosophies and Education”; in this appendix, the 
book’s customary objectivity noticeably breaks down. 

Writing from a position that seems to be much the same as 
that revealed by Gruber, V. T. Thayer *° takes a largely historical 
—and well-documented—approach to the many educational prob- 
lems that he discusses. Though he does not formally and explicitly 
spell out a position that could be called philosophical, he consistently 
approaches problems from a naturalistic point of view. 


2t Frederick C. Gruber, Foundations for a Philosophy of 
Education (New York: Thomas Y. Crowell Company, 1961), 
p. vii. 

35 For example, that of St. Thomas on teaching (p. 66) 
and on freedom (p. 259). 

2 The Role of the School in American Society (New 
York: Dodd, Mead & Company, Inc., 1960). 
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A Number of Possible Positions 
Philip H. Phenix, of Teachers College, Columbia University, 


is another who sees the function of the philosopher of education 
as that of raising questions rather than answering them, of explain- 
ing a number of possible positions instead of only one, in order that 
the student may be led to examine the grounds on which each 
position rests rather than accept any one of them uncritically.*? 
In general, the author succeeds in presenting various possible posi- 
tions clearly and, for a work in one volume, adequately. On most 
issues he does not pretend to be neutral, but does make a real and 
largely successful effort to present other views as possibilities, 
though with disconcerting frequency his own position turns out 
to be the reasonable mean between what are presented as extremes. 

One of the features of this book for which many readers will 
be grateful is that it recognizes the immense diversity of philo- 
sophical thinking and spares them the rigid and largely artificial 
organization of positions under such labels as idealism, essentialism, 
and the other familiar ones. One of the features for which many 
readers will not be grateful is the author’s avoidance of documen- 
tation on the theory that the weight of someone’s authority might 
get in the way of an objective appraisal of the arguments them- 


ar Philip H. Phenix, Philosophy of Education (New 
York: Henry Holt and Company, Inc., 1958), pp. v, 178: 
Here again is the fallacy of the false dichotomy, for these are 
not the only real choices. It is also possible to outline a phi- 
losophy of education in a doctrinal rather than a historical or 
comparative way, while yet presenting reasons for the con- 
clusions reached. In such a presentation one does not at all 
ask the student to accept unthinkingly the position outlined, 
but rather to examine ctitically the reasons given as part of the 
doctrine expounded. The comparative approach to philosophy 
of education has its advantages, but it is not the only alterna- 
tive to indoctrination. 
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selves.78 


But there is more than one passage in this book in which 
one may legitimately wonder just what doctrine the author is sum- 
marizing; whether it was ever, in fact, found in just the form that 
it is here given; and whether, in consequence, the reader is being 
asked to evaluate a genuine position or one that has been inadver- 
tently misrepresented. Footnotes are more than window dressing; 
in a book of this sort, which expressly presents alternative views 
for consideration, they would constitute the reader's guarantee that 
he was being asked to judge among real positions. No author, 
however honest and however competent, should deny his readers 
a chance to check the sources and to study the doctrines involved 
at first hand; and for this purpose, a bibliography is not an ade- 
quate substitute. 

Perhaps the most prominent example of a weakness induced 
by this lack of documentation occurs in the author's consideration 
of positions on what he calls the uniqueness of man and the result- 
ing difficulties in accounting for the apparent interaction of mind 
and body.?® Any reader with some experience of philosophical 
literature will recognize the problem, but he will not necessarily 
recognize the various interpretations and solutions of the problem 
that are here given. In ostensibly describing the doctrine which 
holds that man is different in kind and not only in degree from 
the rest of the natural order, Phenix is led to exaggerate the degree 
of discontinuity between them that is proper to this doctrine in its 
classical Aristotelian form. His presentation and criticism of a 
dualistic position would come closer to accuracy if applied to those 
in the Platonic tradition; but it either ignores or mistakes the doc- 
trine of those in the Aristotelian tradition, who see man as specifi- 
cally distinct from the brute yet in many respects continuous with 
the natural order. Further, this position does not rest, as it is here 
suggested that it does, on the “ethical and religious insights of 


28 Thid., p. vii. 
= Ibid., pp. 462—470. 
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mankind,” but on careful analysis of evidence and on inference 
from that evidence. Nor may the position reasonably “lead to the 
acceptance of unanalyzed concepts about it.” 3 What is really 
unanalyzed is the position itself that is being criticized on such a 
distorted basis, and it is left unanalyzed by the author. Docu- 
mentation would at least have allowed the reader to find out what 
sources were being used and thus to do his own analyzing; it might 
also have enabled him to add to those sources so as to gain a more 
adequate picture of the possible positions on this basic problem. 

The author's ignorance or misunderstanding of some of the 
solutions that have, historically, been advanced in connection with 
this problem lead him to regard it as, in its historical form, insoluble. 
He then advances his own solution, which turns out to be a form 
of monism that explains the problem by explaining it away. But 
to adopt a metaphysical position on a question concerning one 
phase of the ultimate nature of reality in order to avoid facing a 
difficulty which one gives up as insoluble on the basis of an ig- 
norance or misunderstanding of historically existing positions, is to 
do less than justice to readers to whom one supplies no adequate 
alternative source of information. 

The same weakness is evident in the explanation of a theory 
of human development which the author calls that of divine crea- 
tion.** This position, as here described, corresponds to nothing 
within the range of literature known to this writer. Proper docu- 
mentation would allow one to examine the sources and thus to 
discover for himself where interpretation ends and interpolation 
begins. The same may be said for the assessment of religion as 
believers conceive it, an assessment which presents religion as a 
form of totalitarianism which should logically issue, in the political 
order, in a form of theocracy.*? “Thus,” we are told, “there can be 


æ% Ibid., p. 463. Reprinted by permission. 
* Ibid., pp. 504—505. 
* Ibid., pp. 79-84. 
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no matters of public policy which are outside of and irrelevant to 
the system of actual religious faith,” including “the procedures by 
which the society is to be governed.” ** Unless its apparent mean- 
ing can be explained away, this is a serious and a dangerous mis- 
conception of any religious doctrine with which this writer is 
familiar, and, in view especially of the current debate concerning 
the position of religiously oriented schools in this country, an ir- 
responsible one. To a believer, this statement is not an explanation 
but an accusation; he might reasonably ask that it be substantiated, 

It would, however, be unjust as well as ungenerous to over- 
look the general balance, the fairness, and the depth of learning 
that characterize the book as a whole. On the functions proper to 
the school (p. 38), on the curriculum (chap. 4), on the secular 
school (p. 86), on education as a profession (chap. 9), and in his 
respect for speculative as well as for practical knowledge (pp. 9, 
18-19, 405), the author displays what to this writer appears a 
sane, sound, and balanced outlook. And his chapters on education 
and the fields of knowledge (part III) constitute a series of essays 
on the classical subject matters of the classroom curriculum that, 
though inevitably open to dispute on some points, constitute as a 
whole a learned and illuminating discussion that will prove genu- 
inely helpful to any student of education. 


A Moral Philosophy of the Curriculum 


In a later work * Phenix deals with the notions of education 
and curriculum in the broadest meaning of these terms, as well as 
their application to that particular form of education which is 
schooling, In effect, he essays the ambitious project of saying 
what those agencies of education which are the home and the 


88 Ibid., p. 84. Reprinted by permission. 

i Philip H. Phenix, Education and the Common Good: 
A Moral Philosophy of the Curriculum (New York: Harper 
& Row, Publishers, 1961). 
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school should teach and why they should teach it; and he does an 
impressive job. His position, in brief, is that children should be 
so taught that they may successfully meet the challenge posed by 
the problems of contemporary society. And since problems exist 
as problems only because people hold certain values, education 
must concern itself with values, and must lead to correct choice 
and action. It is in this sense that education is a moral enterprise 
aiming ultimately at the improvement of conduct.°* 

The next question concerns the standard by which values may 
be distinguished and judged. In general it is that values arising 
from the selfish interests or desires of the individual are bad and 
those arising from something having objective worth are good. 
Apparently thinking of the eighteenth-century misconception of 
natural law and mistaking it for an Aristotelian conception of 
moral science, Phenix denies the existence of any abstract moral 
laws and maintains that all value judgments are made in particular 
circumstances. In Aristotelian language, one could say that he 
admits only prudence, with no possibility of a moral philosophy 
behind it. The fact remains that the whole book is an effort to 
reach value judgments which have some degree of universality, 
to say what the home and the school considered abstractly and 
generally should teach children, precisely so that those who must 
carry out the work of teaching may make better choices of pro- 
cedure in the particular circumstances in which they find them- 
selves. Education and the Common Good is a book in moral 
philosophy and particularly in social ethics in the Aristotelian and 
Thomistic understanding of those expressions. It is unfortunate 
that a misunderstanding should lead to insistence that all value 
judgments are particular, though the author also insists that this 
does not mean that value judgments are thereby entirely relative. 
For some degree of generalization is possible, he thinks, and the 
very existence of the moral enterprise, the concern of men to learn 


85 Ibid., Pp. 3-5. 
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what it is right to do and then to do it, testifies to the existence of at 
least a potential universality of judgments about values. 

Education, then, aims at changing persons so that they will 
effectively choose and do what is good rather than selfishly pursue 
their individual desires.’ Here is a clear echo from the Nicoma- 
chean Ethics: the ideal of the virtuous man who lives the good life 
because he is a good man, a man devoted to the pursuit of objective 
goodness rather than the fulfillment of his own desires, a realist 
rather than a sophist. Such a man belongs to and helps to build 
what the author calls a democracy of worth as opposed to a democ- 
racy of desire. 

The remainder of the book makes explicit this purpose by 
concentrating on the four basic values which the author designates 
as intelligence, creativity, conscience, and reverence. It is under 
the heading of these values that he considers the various contem- 
porary problems to which the values are to be applied: Under 
intelligence come intellectual excellence and the mass media of 
communication; under creativity are considered aesthetic excellence, 
manners, work, and recreation; under conscience are included the 
uses of nature, health, sex and family life, social class, race, eco- 
nomic life, political organization, and world responsibility; finally, 
the value of reverence is applied to religion. 

In general, it can be said that each chapter presents a thought- 
ful and relatively thorough analysis of its topic. Even though 
there are fundamental points on which he is open to strong dis- 
sent, the same sanity and balance that characterized Phenix’s 
earlier book are here evident again. Here, too, is the same com- 
bination of penetrating insight and incisive expression. And here, 
above all, is an eloquent plea for moral education that reveals its 
author’s lofty motives and sincere devotion to that common good 
of which he effectively writes. 


36 Ibid., PP- 5-6. Cf. pp. 27-28. 
3 Ibid., pp. 6-7, 10. 
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BROUDY: A FORM OF CLASSICAL REALISM 


Harry S. Broudy, of The University of Illinois, considers that 
his function is more than that of presenting the student with a 
variety of philosophical positions, both because the beginning stu- 
dent is not yet in a position to judge intelligently among these 
positions and because the positions themselves are not equally 
defensible. Accordingly, Broudy offers, for the student’s con- 
sideration, his own philosophy of education, which he calls a form 
of classical realism. It is a realism, he explains, because it ac- 
knowledges the existence of an objective truth independent of the 
knowing subject and the existence of a structured universe within 
which it is man’s function, partially through education, to strive 
for the good life; it is classical, he adds, because its fundamental 
notions concerning the nature and goals of men are derived from 
the doctrines of Plato and Aristotle.” 

Broudy sees philosophy of education as the ultimate level on 
which educational problems may be considered, one not reached 
by dialogue of a nonphilosophical kind. The lowest plane on 
which educational discussion occurs he calls the emotional or un- 
critical, and offers as an example people voting against a proposed 
school innovation out of a sense of insecurity, even though they 
may rationalize their emotional attitude as the outcome of logical 
thought. A second stage is called the factual or informational, 
for example, the relative economic costs of each of two proposed 
programs; disagreements of this kind can be settled by getting the 
facts. A third is the explanatory or theoretical or scientific level, 
on which, for example, one school program may be preferred over 
another on the basis of a psychological theory of learning. The 

3 Harry S. Broudy, Building a Philosophy of Education, 

2d. ed. ae Cliffs, NIS Paai te, 1961), 

pp. vii—viii. 


282 


Some contemporary philosophies of education 


final point is reached when the discussion turns on such questions 
as the nature of reality, of truth, of value. Is there, for example, 
any changeless being underlying the observable flux, or is there 
only process and becoming? Are there, then, any eternal verities, 
any objective good and beauty, or do all these depend on and 
change with the individual and his circumstances? In educational 
terms, should the church, for example, or the state or the family 
have final responsibility for the educational program? The level 
on which this problem can be discussed goes beyond factual in- 
formation or even scientific theory to an ultimate conception of 
reality, to the nature and the relations of various societies, and to 
the goods or values or goals which are proper to each of those 
societies. This is not the same kind of question as one concerning 
the best age at which to introduce instruction in reading. Phil- 
osophical problems are of a special kind, and problems of this 
nature arising in the field of education constitute the material of 
a philosophy of education.*° 

Among other questions, that of the aims of education may 
be considered on each of the levels outlined above. On the phil- 
osophical level, the aim of education could be said to be the living 
of the good life. The good life, the happy life, the virtuous life 
—as Aristotle has explained it will consist in the cultivation of 
human capacities to their fullest reach by processes which Broudy 
calls self-determination, self-realization, and self-integration. This 
aim for education makes sense, he continues, only if we see human 
nature as being everywhere the same, and the good life as being 
accordingly something objective, to some extent independent of 
the vagaries of individuals and their personal and cultural circum- 
stances,*? 

An analysis of the human personality yields evidence that 
there is such an objective reality as human nature, characterized 


*°Thid., pp. 15-19- 
*° Ibid., pp. 37—39- 
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especially by the ability to rise above conditioning to the choice, 
within limits, of the pattern of one’s own life. The roots of this 
freedom lie in the power of symbolization (what we have been 
calling the power of abstract thought), which raises man above the 
level of the purely biological and the determined into the area of 
self-determination, self-realization, and self-integration.** 

To find out how the school can contribute to the student’s 
capacity for the good life, one must first distinguish the school 
clearly from other educational agencies. Thus the school is not 
the government, nor the family, nor the church. Each of these 
has its proper educational functions and a legitimate interest in the 
educational enterprise. Yet the school retains an autonomy because 
its primary task, that of the development in its students of in- 
tellectual habits, is a task peculiar (not exclusive) to itself. Any- 
thing that the school can contribute toward the good life beyond 
helping its students develop their intellectual capacities, their 
power of symbolization, is in the nature of a fringe benefit; but 
no matter how many fringe benefits it supplies, failure to perform 
its primary task will leave it, as a school, without any justification 
for existence.*? 

In part II Broudy outlines the values—for example, the eco- 
nomic, the aesthetic, the moral, and the religious—that may be 
expected to flow from an educational enterprise fashioned and 
operated according to the philosophy of education which the author 
has outlined. 

How shall the school bring about these results? By arranging 
its curriculum (Broudy seems here to be confining himself to what 
we have called above the classroom rather than the wider school 
curriculum) so that the student may best develop the desired in- 
tellectual habits and skills. The author rejects the traditional 
subject-centered curriculum on the grounds that it does not supply 

© Ibid., pp. 42-72. 
* Ibid., pp. 100-103. 
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sufficient motivation to learn, does not even lead to the retaining 
of information, does not develop the ability to think, is not well 
integrated, and omits current social problems. He also rejects the 
problem-centered curriculum on the grounds that the problems 
which are real for immature students usually do not require formal 
knowledge and any particularly scientific method in order to be 
solved by the students themselves on a level that will be satisfying 
to them. 

In place of these, Broudy suggests a form of general education 
which aims at developing in the student the habits and skills of 
acquiring knowledge, of solving problems, and of using knowledge 
imaginatively. This goal will require four general kinds of educa- 
tional activity: the systematic study of organized subject matter, 
especially the symbolic (abstract) disciplines of reading and mathe- 
matics; problems courses aiming at enabling the student to under- 
stand, to deliberate about, and to judge problems more effectively; 
and opportunities for aesthetic creativity, which, along with the 
natural joy of knowing and being able to think, will contribute to 
the enjoyment of knowledge. The curriculum that is intended 
to help bring about these results is presented as a rather drastic 
revision of the elementary and secondary course of studies organized 
according to six major categories. Since the aim is general rather 
than specialized education, work in any area of study should not 
attempt to cover anything like all the material available, but should 
concentrate on the basic concepts, facts, principles, and methods of 
investigation proper to each.*# 

Broudy then devotes a chapter to showing how teaching 
methods are rooted in educational psychology, and another to the 
consideration of some of the advantages and disadvantages of vari- 
ous ways of organizing an educational system. 

Very little in the way of comment seems called for here. The 


“3 Ibid., pp. 283-310. 
“4 Ibid., pp. 311-332- 
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author’s conception of the nature of philosophy of education and of 
the steps required in developing one parallel closely what is found 
in the early part of this book. His analysis of the nature of man 
and, consequently, of the kind of education proper to him, are in 
general and often in particular agreement with positions taken in 
this book. One possible point of criticism concerns his rejecting 
the traditional subject-centered curriculum on the ground that it 
does not develop the student’s ability to think. In view of his own 
later insistence on organized subject matter, it would appear that 
his objection to what he conceives as the traditional curriculum 
sptings from its failure to include the problems courses that he 
recommends as helping the student learn to use his knowledge. 
But surely even subject-matter courses can be taught, where the 
subject itself calls for it, in such a way as to include consideration 
of the problems involved. Indeed, how else could they possibly 
be taught intelligently? It would appear that the author’s basic 
objection is not really to a theory of curriculum but to bad teaching. 
Apart from this tentative criticism, however, Broudy’s position 
is sound, at least if the arguments given in the earlier part of this 
book are themselves sound. And the point is not just that the 
name of Aristotle is mentioned early in both books; it is that a 
basically Aristotelian interpretation of reality stands up under care- 
ful scrutiny better than any other. 

Though there is a certain amount of literature on the relations 
between existentialism and education, the varieties of doctrine 
usually included under the existentialist caption would render difi- 
cult the reaching of any generally applicable conclusions. Since 
those philosophers who ate accounted existentialists have little or 
nothing to say about education in the sense of schooling, one must 
turn to some of their interpreters for suggestions along these lines. 
These tentative interpretations are often intelligently made and 
intrinsically valuable; yet, as their authors usually point out, they 
can amount to no more than inference and implication. For this 
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reason, we shall simply refer to two of those interpreters *® and 
turn to another man and another doctrine. 


ULICH: COSMIC REVERENCE 


Making wide use of his earlier work, Robert Ulich, lately 
retired from Harvard University, has presented the definitive ex- 
pression of his philosophy of education in a single volume.*® It is 
not easy to place his position in any definite category, especially 
since that position is marked by highly personal insights and con- 
victions. One notices a definite reluctance to adopt what the 
author would regard as extreme positions, a reluctance based on 
more than mere compromise. It might be reasonably accurate to 
characterize Ulich’s philosophical outlook as a form of humanism * 
—certainly not a Christian humanism, but not a crudely anti- 
Christian one either. Throughout the book there is an air of 
humaneness, of civility, of urbanity, that should guarantee its 
author’s position a sympathetic hearing. 

The Hegelian strain in Ulich’s outlook shows itself in a gen- 
eral tendency to synthesize apparently antithetical positions or 
approaches. Thus religion and humanism, he thinks, could ideally 
be united, since both have the same goal of leading men beyond a 


* See, for example, George F. Kneller, Existentialism and 
Education (New York: Philosophical Library, Inc., 1958), 
espec. pp. viii, 41, 122; Ralph Harper, “Significance of Ex- 
istence and Recognition for Education,” in Nelson B. Henry 
(ed.), Modern Philosophies and Education, part I, 54th Year- 
book of the N.S.S.E. (Chicago: The University of Chicago 
Press, 1 , pp. 215-258. 

Si oot thich Philosophy of Education (New York: 
American Book Company, 1961). 

47 In another volume, Ulich wrote from the point of view 
of an existentialist. See his “Comments on Ralph Harper's 
Essay,” Modern Philosophies and Education, pp. 215 f. 
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merely biological existence to ever higher and transcendent notions 
of themselves and the lives proper to them. Indeed, they lend 
themselves to union, for the religious concern with infinity neces- 
sarily involves consideration of finite humanity, and humanistic 
concern with humanity must take into account men’s relation with 
the infinite. The value of such a higher synthesis for education 
would be that it could do justice to different philosophical and 
religious positions without identifying itself with any one of 
them.*8 

The weakness of this last statement lies in the fact that the 
adherents of the various positions in question could hardly be 
expected to see this higher world view, this cosmic synthesis, as 
really doing justice to a position that it is synthesizing out of 
existence. A pagan humanist, for example, might have difficulty 
in seeing the need for any reference to an order of transcendence and 
infinity; and a believer might also have difficulty in discovering 
any constructive approach to religion in a position that looks upon 
religion as a species of myth. And these difficulties need not be a 
result of prejudice, as one of Ulich’s oversimplifying phrases sug- 
gests." They could be a result of conviction, reached honestly 
and carefully, and reached after, not before, an examination of 
evidence. Nort all judgment which happens to be contrary to one’s 
own is prejudgment. 

Ulich presents this vaguely pantheistic form of monism under 
the title “cosmic reverence,” and claims Albert Schweitzer as its 
modern apostle. Its relevance to the educational process is that it 
would supply the public school with the universal and unifying 
notion on the basis of which its students could be united without 
any disturbance of their various religious beliefs.” It is not a 

48 Ibid., p. 114. 
49 Ibid, 
= Ibid., pp. 121, 125-127. 
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question, he claims, of the exclusive alternatives of religion or 
secularism, but rather of the personal and social integration that 
come from the development of the natural virtues of justice and 
devotion and love and reverence for life.>* 

Once more, one may question Ulich’s claim that continued 
adherence to a religious or to a secularistic position is necessarily 
the result of intolerance and dogmatism. Yet one can have nothing 
but sympathy and admiration for his vision of human beings, be- 
coming through a better education ever more conscious of the 
heights as well as the depths implied in that humanity, cooperating 
on the natural level for the achieving of common goals which they 
share precisely because of their common humanity. Maritain has 
seen that such cooperation on the practical level is possible among 
men of good will in spite of irreconcilable differences, largely 
theological and philosophical in nature, on the theoretical level.°? 
Ulich’s failure to see this point, the practical importance of which 
simply cannot be exaggerated, leads to his insistence on tran- 
scendence, on cosmic reverence, as the higher synthesis in which 
both religion and secularism, as partial views of the whole of 
reality, will realize themselves by losing themselves. In spite of 
its author’s evident devotion to the democratic ideal, it is monism 
of this sort that is the most dangerous enemy of democracy, for it 
insists that men must overcome all differences before they can 
successfully cooperate in the pursuit of common political and 
other goals. Though Ulich would no doubt repudiate any such 
imputation, his plan for the direction that schooling should ideally 


51 Ibid., pp. 171-173. 
See jee W. Evans and Leo R. Ward (eds.), The 


Social and Political Philosophy of Jacques Maritain (New 
York: Charles Scribner's Sons, 1955)» PP: 116—144 Epse: 
pp. 123-136: “The Possibilities for Cooperation in a Divided 
World.” 
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take is in many ways similar to the reconstructionism of Brameld, 
and contains many of the same implicit dangers to the kind of 
society that he himself prizes so highly. 

Weak as Ulich may be on the theoretical side, his suggestions 

‘for the practical implementation of his philosophy of education 
are well worth study and reflection. The difficulty is to see these 
suggestions as flowing from bis philosophy of education, though 
they do everywhere evince his distaste for extreme positions and his 
sense of balance and harmony. Like the similar remarks of Smith 
and Hullfish, they are the mature and thoughtful reflections that 
one might reasonably expect from any teacher of intelligence and 
experience, but which one seldom finds expressed so clearly and 
forcefully. There are, for example, pointed and practical observa- 
tions on popularizing (p. 160), on the dropping of the classics 
from the program of studies (p. 179), on the importance of the 
practical in a human education (p. 186), on the place of art in 
that same education (pp. 188-196), on methods of teaching (pp- 
198-224), on the curriculum or program of studies (pp. 225-228), 
and on the education of teachers (pp. 230-240). 

One may have doubts about the value of Ulich’s theoretical 
statement of his philosophy of education; one can have nothing but 
respect for his intentions and for his sane and sound suggestions 
for improvement in the day-to-day work of the schools.®* 


MORRIS: EXPERIMENTALISM AND PROGRESSIVISM 


Another contributor to contemporary literature in philosophy 
of education is Van Cleve Morris, of Rutgers University, who 


58 A similar statement might be made concerning the ad- 
mirably balanced comments contained in a work which claims 
Whitehead as the inspiration of its theoretical position. See 
Frank C. Wegener, The Organic Philosophy of Education 
(Dubuque, Iowa: Wm. C. Brown Co., 1957). 
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maintains a position which he calls experimentalism in philosophy 
and progressivism in educational policy. Experimentalism he takes 
as closely allied to pragmatism or instrumentalism. Insisting that 
practice depends on a previous theory, that policy depends on a 
previous philosophy, he first outlines his experimentalist philosophy 
and then his consequent progressivist educational policy. Phi- 
losophy, as Morris sees it, is primarily concerned with three ques- 
tions: What is real, studied in ontology; what is true, studied in 
epistemology; and what is good or of value, studied in axiology 
through its divisions of ethics and aesthetics.°4 


Man Is the Measure 


In his attitude to reality the experimentalist is a naive realist, 
straightforwardly describing what he sees and eschewing any 
“superstructure of metaphysical presumption.” It is at our peril 
that we go beyond the primary data of our experience, beyond the 
level at which our description of reality can be repeatedly put to 
trial in a public manner. Morris insists that this conception of 
expetience includes “quiet reflection” as well as sense knowledge; yet 
it can never bring us beyond “human experience in its raw form,” 
so that “reality is simply what we experience it to be.” Indeed, 
reality in itself is unknowable, and the real world is actually con- 
stituted by our experience of it. We control our experience by a 
systematized inquiry through which we act on whatever lies be- 
yond us, experience the reactions ot consequences, and thus grow in 
intelligence. And what we experience is never a thing but rather 
a process, so that objective truth (here called “pre-established 
truths”) is impossible. Morris quotes approvingly the dictum of 
Protagoras, the Sophist, that “Man is the measure of all things.” * 


5t Van Cleve Morris, Philosophy and the American 
School: An Introduction to the Philosophy of Education (Bos- 
ton: Houghton Mifflin Company, 1961), pp- 5-8, 20-21. 

5 Ibid., pp. 68-73. 
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It is interesting to notice that in the doctrine of Protagoras 
this statement had meaning only on the basis of the materialism 
that he inherited from Democritus, and in the doctrine of Morris 
or of anyone else it can have meaning only on the same basis. 
Reality, for Protagoras, is exclusively material; hence, all knowledge 
is sense perception and nothing more. Qualities, moreover, reside 
not in matter but in us, who perceive matter; hence, what is hot 
to one man will be cold to another, and truth, if it has any meaning, 
will be entirely subjective and relative. We can never know what 
things are in themselves, but only the manner in which they affect 
us. 

Is this the position of the experimentalist? As Morris de- 
scribes that position, the only difference lies in the intellectual 
consistency with which the Sophist maintained it. It is impossible 
to say with certainty whether Protagoras was first a convinced 
materialist and then drew the logical consequences in the realms of 
knowledge and of action, or whether, on the other hand, he simply 
adopted materialism as the theoretical justification for the pragma- 
tism and relativism that he wanted to teach Greek youth as tools 
for their worldly success. What can be said is that he clearly saw 
the connection involved, a relation of strict cause and effect be- 
tween materialism and subjectivism, Mortis tries to avoid the 
charge of materialism and sensism by stating that his concept of 
experience includes more than sense knowledge. Yet the state- 
ment remains unsupported by evidence; for all the further proposi- 
tions about reality that he enunciates are intelligible in his doctrine, 
as they were in that of Protagoras, only on the supposition that 
knowledge is nothing more than sensation. To characterize this 
doctrine as subjectivistic, relativistic, and skeptical, is not to call 
names; it is to apply accurate descriptive adjectives to the doctrine 
as enunciated. It is no wonder that “one man’s metaphysics is 
as good as another’s,” 5° for there is, quite literally, no meta-physics, 


Ibid., p. 71. 
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no reality beyond the physical, and hence no knowledge of any 
such reality. It will also follow, of course, that one man’s truth 
is as good as another's and that one man’s values are as good as 
another’s, for there is no objective truth or goodness, and man is 
indeed the measure of all things. 

Possibly the experimentalist can escape the charge of relativism 
(though perhaps he would not regard it as an accusation) by 
pointing to the possibility of checking one’s private experience 
against that of other people, by reminding us that “the nobility of 
this ontology is its public character.” ** This might make some 
sense if it meant that a man could be more sure that he was ap- 
ptoaching objective truth in his investigations if his findings coin- 
cided with those of others who were undergoing the same experi- 
ence; there would still be the possibility of attaining some measure 
of objective truth, through group rather than individual effort. 

At one point it looks as though this is the experimentalist 
critetion of truth. “The great advantage of Experimentalism,” we 
are told, “is that it is a public epistemology; it is a method of 
knowing which is out in the open, available to all.... The sort 
of experience which is common to all men, testable, and warranted 
is the only kind of experience that is capable of yielding what we 
call knowledge.” "° The catch is that this knowledge, of whatever 
kind it is, should not be identified with objective truth. Indeed, 
“the word truth is an equivocal term,” which should be qualified 
by the adjective tentative. It is the scientific method which 
makes this adjective always necessary, a method that begins in 
the consciousness of a tension or difficulty and follows along with 
a diagnosis of the situation, a listing of possible solutions, a pro- 
jection of the consequences of each possible solution, a testing of 
each solution to see if the projected consequences really occur, and 


57 Ibid., p. 68. 
58 Thid., p 165. 
5 Ibid., pp. 158-159. 
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a final judgment on the basis of this method.® In view of the 
fact that the phenomena to be investigated constitute a process or 
flux, it is inevitable that any judgment, any solution, any knowl- 
edge can be only tentative in character, for the reality to be in- 
vestigated is not only constantly changing but actually is change 
or process itself, 


A Simplification of the Scientific Method 


What the author is really doing here is misusing a highly 
simplified version of a method of investigation used in the physical 
sciences in order to bolster his own philosophical interpretation of 
reality, an interpretation which has no direct connection with any 
scientific method. A methodology of science is not itself a phi- 
losophy; it does not of itself give rise to any particular account of 
reality and our knowledge of it; and it does not depend for its 
existence on any particular philosophical convictions about the 
ultimate nature of reality. One need not, for example, be a 
materialist to be a scientist, any more than one need be an idealist 
or anything else to be a scientist. The scientific method, in and 
of itself, is independent of any philosophy, and the effort to use it 
in support of a particular philosophical interpretation of reality 
reveals intellectual confusion about what is involved. 

Indeed, the whole effort of science, whether physical or other, 
is to overcome as far as possible the tentative nature of knowledge, 
to abstract from the flux of phenomena some intelligible generaliza- 
tions that will, as far as they then go, reduce many phenomena to 
one law, that will find the outline of a cosmos within what would 
otherwise remain a chaos. Granted that the effort to penetrate 
and understand reality is never finished, for the fundamental 
reason that the human mind is finite and hence limited in its 
capabilities. Yet the scientist ordinarily considers himself to be 
contributing to an effort at understanding that is making some 
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progress, that has nailed down some positions and will nail down 
more, even though it will never succeed in nailing them all down. 
To see the always unfinished nature of the scientific enterprise is 
simply to see that man is not God; it need not at all involve the 
denial of the possibility of reaching any objective truth, a denial 
which makes nonsense of the whole work of science. 

A further and related weakness in the experimentalist position 
is that it seems always to restrict science to the physical sciences, 
and then to see these as what we have been calling practical rather 
than speculative. In regard to the first point, one wonders whether 
the experimentalist would regard the conclusions reached in various 
mathematical sciences as merely tentative truths; if so, he would 
be taking a position that most mathematicians themselves would 
not subscribe to. Modern mathematics may be to a large extent 
postulational, but its conclusions are certainly not looked on as 
merely tentative. In regard to the second point, the examples of 
science and of the scientifc method that are used seem invariably 
to deal with what is to be done rather than with what is, and thus 
to rule out of existence the whole area that we have designated as 
speculative knowledge. Such a view, far from being arbitrary, 
follows logically from the basic Sophistic position regarding the 
world and the impossibility of our knowing anything as it is. 
“Since we can never really know ‘it, let us turn to the study of 
how to manage ‘it.’ ” ° 


The Good and the Public 


One of the difficulties with trying to manage what you do 
not understand is that you can get no hint about procedure from 
what you are trying to deal with. Actually, anyone who literally 
took this position could do nothing except grope in the dark; for 
example, anyone who thought that he literally knew nothing about 
what human beings are could not even begin the process of edu- 
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cating them, for he would have no basis for any plan of action 
and no criterion for judging any results. The subjectivism of 
Protagoras leads logically to the nihilism of Gorgias. In reality, as 
the dogmatic tone of progressivist books in education indicates, 
even the experimentalist holds many conclusions as far more than 
tentatively true, and guides his practical activities accordingly. 
Yet his criterion of success is still subjective, and the good, like 
the true, is a matter of what appears rather than of what is. Con- 
sistently, he can never say est but only videtur, and man is still 
the measure of all things. 

Just as men construct their own truth, so do they construct 
their own values or conceptions of the good. That is true which 
works, and that is good which one wants; the morally right course 
of action is the one that yields desirable consequences. (One 
thinks of Phenix on “the democracy of desire.”) The evident ob- 
jection is that one is once more landed into a thoroughgoing rela- 
tivism, and this time into a moral relativism that, since it concerns 
action rather than knowledge, has more immediately evident effects 
than epistemological subjectivism. To counter this charge, the 
experimentalist says that we should regard as good “not just what 
works for me but what works for all.” “The scope and intensity 
of public consequences are what help us to measure the morality or 
immorality of the act.” 6 Since, however, circumstances change, 
there can never be any moral absolutes, and such acts as stealing, 
lying, and murder cannot be absolutely forbidden, for sometimes 
these would lead to the public good. 

Again, this position is consistent with the author’s basic skep- 
ticism. For if you cannot know what reality is, neither can you 
know how to manage it; if you do not know what something is, 
neither can you know what you should do with it. What you 
should do with it can only be what you want to do with it, and the 


62 Ibid., p. 271. 
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word should really ceases to have meaning. Men create their own 
values, and create them according to their own choice, that is, 
arbitrarily. And one does not rescue such a doctrine from its ob- 
jectionable consequences in the practical order by setting up the 
public as arbiter. What public are you talking about? Do you 
take into account people of one city, or one school district, or one 
nation, or the whole world? Do you take into account only those 
who are presently living, or past and future generations as well? 
If the public of one nation regard themselves as a master race whose 
historical mission is to subjugate and thus civilize the public of 
other and inferior nations, which public is right? If public knowl- 
edge and consequent ability to judge have been carefully corrupted 
through years of propaganda, are the controlled judgments that 
result still right? If a public demand arises that progressivist 
schools eliminate the more extreme practices that the experimentalist 
philosophy has led them to and return to more traditional methods 
of education, is the public right? On this last issue, it seems, the 
public consensus somehow fails, and we return to the previously 
scorned “saints and prophets,” % except that this time they are 
the saints and prophets of experimentalism, a fact which seems to 
make all the difference. If man is the measure of all things, you 
finally have to decide which man. 

In general, it can be said that this book, which we may fairly 
consider a superior representative of experimentalism and progres- 
sivism, presents its case well. Almost alone among the progressive 
educationists that I have read, Morris has a sure command of the 
language and a lively and readable style which lift his work far 
above the deadly dull pedestrian prose that one comes to associate 
with his position. Unfortunately, when his exposition deals with 
positions other than his own, his work is marred by repeated ex- 
amples of either incompetence or dishonesty. In better circles it 
is customary to make some effort to understand and to present 
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fairly a position which one is going to criticize; yet time after time 
Mortis substitutes distortion for description and invective for com- 
ment. 

In the whole of part VI, for example, in which applications 
of previous theory are made to teaching and administration, the 
progressivist is constantly presented as the hero and all others as 
reactionaries who want what every reader would agree is bad teach- 
ing. Throughout the book, other positions are described as ab- 
solutistic in outlook and as stupidly offering a final prescription for 
solving all educational problems forever. This travesty eliminates 
any need for the author's critical assessment; it also confuses the 
issue by its inaccuracy. In one of the sections devoted to Neo- 
Thomism, for example, the old ghost of the faculty theory (also 
misunderstood) is again dragged out, to the accompaniment of the 
following: “ ‘canned,’ unscientific answers,” “ ‘Impositionist’ ap- 
proach,” “‘answer-chopping,’” “ ‘logic-chopping.’” 65 Even the 
abundance of quotation marks leaves this an exhibition of mere 
name-calling rather than of reasoned criticism. In other passages, 
technical doctrines which are important for the theme of the book 
are cavalierly criticized on the basis of a complete misunderstanding 
of the doctrine concerned: the Aristotelian teaching on virtue (p. 
63, note 19), the relation of reason and revelation (pp. 344-345) 
the relation of church and state (pp- 345-346), the meaning of 
the expression, “a government of law instead of men” (p. 361, note 
2). In addition, there is the gratuitous insult of the author’s 
slighting references to the sacrament of confession (pp. 263-264, 
277-278) , a subject concerning which he also displays a pronounced 
ignorance. The editor’s introduction to Morris’s book uses the 
words “solid scholarship” (p. v). Among experimentalists this 
sort of exhibition, professionally incompetent and personally offen- 


sive, might well pass as scholarship; among scholars it would not 
pass at all. 


Ibid., pp. 196-197. 
298 


chapter ten 


Poi 


A Few Perennial Problems 


It would appear that there should be room, somewhere near the 
end of this book, for the consideration of a few assorted problems 
of the kind that we have always with us. The number of educa- 
tional questions worth considering is indefinite, as the pages of 
educational journals attest. Only those problems with a philosoph- 
ical dimension would properly have a place in this volume; ac- 
cordingly, such important topics as school admissions policies or 
the education of the gifted will not be included. Further than 
this, the choice of those few problems that are included is rather 
arbitrary, and represents, as will become clear, my personal interests 
rather than areas of professional competence. 

There is a further reason for the somewhat tentative nature of 
the positions that will be taken in this chapter. Near the begin- 
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ning of this book it was argued that philosophy of education is 
part of social ethics. It was also maintained that the more im- 
mersed in particular circumstances an ethical conclusion becomes, 
that is, the nearer it approaches the realm of prudence and of the 
singular event, the more difficult it becomes for us to see, to grasp 
intellectually, the necessity of the relation between the conclusion 
and the principles in which it is resolved. A conclusion in ethics, 
even one that is near the prudential order, may be just as necessary 
as a mathematical conclusion, and, in itself, as little open to doubt 
or to debate. In relation, however, to the one who is trying to 
understand it, the necessity of the conclusion will be much less 
clear, and, in that sense, more open to doubt and to debate. In 
the present circumstance, that lack of clarity and of subjective 
certainty extend also to the one who is trying to explain and to 
justify the conclusions. In brief, I am much less certain of the 
validity of the positions taken in this chapter than of those taken 
in earlier chapters, both because of the host of particular circum- 
stances involved and because of a relative lack of technical com- 
petence. It is true that there is some philosophical dimension to 
the problems considered, but their treatment here will amount to a 
few personal observations rather than to any full philosophical 
consideration. The idea is to get a train of thought and discussion 
started, not to lay down anything like the final word. 


EVALUATION AND REPORTS 


The first of the problems on which a few remarks will be made 
is that of measuring and evaluating and reporting students’ progress 
ot lack of it. No attempt will be made to offer gratuitous advice 


1 Useful suggestions are to be found in J. Stanley Ahmann 
and Marvin D. Glock, Evaluating Pupil Growth (Englewood 
Cliffs, N.J.: Allyn and Bacon, Inc., 1958), and John W. 
Rothney, “Evaluation of Learning,” in Charles E. Skinner 
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on the highly technical matter of constructing adequate tests or 
other means of measurement. There are, however, some questions 
with a philosophical bearing; for example, the questions of what 
one is trying to measure and evaluate and report, and for what 
purpose, involve a consideration of the aim of education at any 
given level. Thus, one who sees the school as primarily a socializ- 
ing agency will give more emphasis to measuring and reporting 
such moral virtues as cooperativeness and tespect for authority than 
such intellectual virtues as history and arithmetic. School au- 
thorities will try to measure what they think the school should be 
doing, not what they do not think the school should be doing; and 
they will evaluate and report student progress in these areas rather 
than in others. Once again we are back to the various possible 
meanings of education, and to the goals proper to each of the 
agencies of education. 


Effort, Relative Standin g, and Knowledge 


It has been pointed out by Hand,? among others, that the 
notions of measurement and of appraisal are not identical, and that 
the same measurement may give rise to different appraisals of 
accomplishment depending on the purpose for which the measure- 
ment is being made. Thus, he goes on, the appraisal of a student’s 
work in, say, English or mathematics will vary according as the 
purpose is, first, to show which student excels which other student 
or, second, to show how much each student learned in relation to 
his intellectual capabilities. The appraisal, then, will depend on 
whether one is considering the student as competing with other 
students or as competing with himself. It would appear, however, 


(ed.), Educational Psychology, 4th ed. (Englewood Cliffs, 
N.J.: Prentice-Hall, Inc., 1959), pp. 676-693- 

? Harold C. Hand, Principles of Public Secondary Educa- 
tion (New York: Harcourt, Brace & World, Inc., 1958), pp- 


220-224. 
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that there is a third possibility which is not mentioned here (though 
it is later in Hand’s chapter), and that is that one could appraise 
the degree of mastery of a given subject matter that the student 
exhibits on the test or whatever is being used as a means of measure- 
ment. Indeed, only after the degree of competence has been 
measured and expressed in some symbol such as a number or a 
letter will it be possible to arrive at the standing of any student in 
a given group. The relative excellence of each student can be 
established only in terms of an objective criterion against which 
each is first measured. 

It is true that to some degree a teacher may raise or lower 
his standards of achievement—perhaps unconsciously—to take ac- 
count of the general mental level of his students; to the extent that 
this happens the test is primarily telling who excels whom in the 
group. But this adjustment need not be and is not always made; 
the teacher may have a quite definite notion of what degree of 
competence in a given area of knowledge a group of students at 
a certain level might reasonably be expected to exhibit, and can 
measure and evaluate their performances accordingly. Even where 
the teacher does adjust his demands up or down according to the 
abilities of the group, he is still measuring their relative ability and 
is still finding out who excels whom in terms of mastery of subject 
matter. The only difference will be that his results will more 
logically be expressed in percentiles than in percentages. The 
point I am making, though, is that the percentile depends finally 
on the percentage, even if the latter is not explicitly calculated; the 
rank in class depends upon one’s mastery of subject matter. Stu- 
dents can be related to each other only if they have first been 
related to something else. 

The point of this argument has been to defend the practice of 
measuring, evaluating, and reporting a student’s knowledge of a 
given subject matter at a given educational level. This practice is 
frequently and erroneously equated with that of assigning relative 


302 


A few perennial problems 


class standings to students and thus fostering an unhealthy spirit 
of competition. It will be maintained later in this section that 
such competition is not necessarily and always unhealthy. Here, 
however, it is merely being argued that the choice is not exclu- 
sively between competing with others and competing with oneself. 
In presenting only these alternatives, Hand offers another example 
of what we have been calling the fallacy of the false dichotomy. 
Whatever one may think of competition with others and the practice 
of assigning relative class standings, the point being made here 
is that in the guise of eliminating this practice one is also and first 
eliminating the evaluation of and report on the student’s compre- 
hension of a given subject matter. And if schools are primarily 
intellectual institutions, this is an evaluation that simply must be 
made. Effort is good, but it is not a substitute for competence. 

If education is growth, then what any educational agency 
should try to measure and evaluate is the kind of growth it sees 
itself as helping the student to achieve. And what it should report 
is the kind of growth, from among those which it has evaluated, 
which the people to whom it is reporting are interested in. Further, 
account will have to be taken of the effect of the system of evalua- 
tion and reporting on the very growth with which it is concerned, 
that is, on the development of the children themselves. Finally, 
the educational agency should really measure and report what it 
claims it is measuring and reporting, and not anything else. Let 
us consider each of these points in turn, though to some extent they 
interweave. 


What the School Should Measure and Report 


With the first point we are back again to that educational 
agency which is the school, and the aims which are proper to it. 
If the school is primarily an intellectual institution, centered in 
the classroom and its work, then the school will primarily measure, 
evaluate, and report the growth of its students in knowledges and 
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skills. Since the school is a broader agency than the classroom, 
it will also measure, evaluate, and report the growth of its students 
in moral and social qualities, particularly, though not exclusively, 
as these affect the student’s intellectual development. These moral 
and social qualities will probably need greater emphasis with 
younger than with more mature students. In any event, however, 
both the evaluation and the report should clearly distinguish be- 
tween the moral and the intellectual. 

In regard to the second point, the school will have to vary the 
nature of its report according to the interests of those to whom the 
report is being made. A university that will admit students only 
from the upper third or quarter of their high school graduating 
class will have to have a report that includes class standing. The 
dean of a particular professional school—engineering, for example 
—will be interested in and should receive a report that includes a 
percentage rating in mathematics courses, and perhaps an estimate 
from his teachers in these subjects of the applicant’s probable 
aptitude for engineering studies. A prospective employer may be 
interested in, among other things, the student’s extraclass activities 
and social qualities, and should receive a report geared to these 
interests. Patents, to whom most of the reports go, are probably 
interested in all the aspects of their children’s development that the 
school helps to achieve, and should so be kept informed. 

When we come to consider the form of these reports to parents 
we find ourselves concerned with the last two of the points men- 
tioned above. It was there suggested that the school should try 
to evaluate and report the student’s mastery of a given subject mat- 
ter. Is it possible to make such an evaluation objectively and ac- 
curately? If the school attempts to do this, should it also translate 
the results of these measurements into relative class standings? 
Would such rating probably produce bad psychological results for 
many of the students? Should the report rather try to indicate 
a student’s achievement in terms of his own potentialities, so that 
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he competes only with himself? Does this last system really meas- 
ure anything more than the moral virtues of industry and per- 
severance, and is it possibly a poor preparation for the hard realities 
of advanced study and of a fiercely competitive world? It is proba- 
bly impossible to answer these questions with any degree of cer- 
tainty, even though one’s convictions may be rather definite; one 
can but try to judge in the light of his own and of others’ observa- 
tion over the years. 

Largely on the basis of such experience, it is my own present 
conviction that the teacher of any given subject matter can make 
a reasonably accurate and objective evaluation of a student's mastery 
of the work of a course, and that the school can and should report 
that evaluation to the student, to his parents, and to any other 
legitimately interested parties. Whether the evaluation and report 
should be made in terms of letters, of honor points, of percentages, 
or of anything else does not seem to matter too much as long as 
those to whom the report is made understand the system that is 
being used. Standardization would obviously be desirable here, 
especially for the sake of those students who are seeking admission 
to high school and, even more, for those seeking admission to col- 
lege or graduate school, and also for the sake of those school officials 
who are in charge of admissions. Since, however, many of the 
people concerned are passionately convinced that it does matter in 
what terms the report is made, but ate not agreed on what those 
terms should be, the prospect of standardization remains pretty 
temote. 

These are merely observations based on personal experience; 
other people’s experience has led to different conclusions. What- 
ever system of measurement and evaluation and reporting is under 
discussion, it will usually be found easier to attack than to defend 
it, for human fallibility enters into each one of them; it shows up 
in relation to some subject matters more evidently than in relation 
to others, but it inevitably haunts them all to some degree. And 
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until that distant day when cybernetics pushes us all out of the 
classroom and into an honest living, some uncertainty will remain 
with us. One of our jobs is to reduce that uncertainty as much 
as we can and to keep an open mind about ways of doing so. 


Eliminate Competition Among Students? 


Another question about which no universally valid conclusion 
seems possible is that of the psychological effects of percentage and 
percentile ratings on the students themselves. Examples can be 
adduced in which a neurotic or psychotic condition can be traced, 
with a high degree of probability, to the traumatic experience of 
failing a course or achieving a low class standing or both. Less 
extreme examples can be given of those who were so discouraged 
by poor grades that they gave up trying and failed to develop fur- 
ther their limited but real potentialities for intellectual growth, 
From the other end of the scale, examples could be given of highly 
gifted students who also gave up trying, but this time for the reason 
that they didn’t need to work in order to pass a particular course 
or stand well in class. The result here was also the failure to de- 
velop potentialities, as well as the development of the moral vices 
of laziness and pride. 

Further instances could be given of the harmful effects on stu- 
dents of the effort to reach an assigned level of accomplishment 
that is perhaps beyond their powers, and also of the harmful effects 
of academic competition, especially when the latter is heightened 
by ambitious parents whose real motive is to use their children 
as instruments for their own competition with other parents. Per- 
haps the strongest argument against this system of evaluation and 
reporting is the dreadful memory of the pain that it has inflicted 
on some of our students. It is a hard thing to be the instrumental- 
ity through which another human being is hurt, especially a de- 
fenseless child. The alternative looks appealing: to measure each 
student’s achievement in relation to the standard of his native 
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capability rather than in relation to the standard set by the teacher 
for all members of the class, and to eliminate class standings so that 
the student competes with himself rather than with other members 
of the class. There would probably be fewer frustrations and 
broken hearts, and the only ones hurt would be those who deserved 
to be hurt because they weren’t doing their best. 

It has been claimed that this system is “based on sound Catho- 
lic educational theory and practice,” and that “a child may fail in 
comparison with other children, but as long as he does the best 
he can with what God and his environment have bestowed upon 
him, he does not fail.” This latter statement is no doubt true if 
we take one sense, and the most important sense, of the word 
“fail.” But it is possible to succeed in one respect and to fail in 
another. The weakness implicit in this position is that it confuses 
the various meanings of the term education and equates the educa- 
tion proper to the school as a specific institution with the education 
proper to life as a whole. The second notion of education is in- 
finitely more important because its end is the ultimate, supernatural 
end of human life. Yet the first is also important, even though 
its end is the merely proximate and natural end of the development 
of human powers. 

One could also question the psychological effects of this system 
of evaluation on the student. For some purposes it may be true 
that “the most desirable competition for a child is competition with 
himself alone,” but for other purposes it is not. Children cannot 
forever be shielded from the hard facts of a highly competitive 
world. In most high schools, in any college or university that I 
have heard of, and definitely in the competitive jungle of the worka- 
day world, each person must place his abilities on the line and learn 
to face up to and live with the often disappointing results. So far 
as the traumatic results of the experience of failure are concerned, 
it is quite possible that these would be more severe when met un- 
expectedly after early years spent in the insulated world of com- 
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petition only with oneself. Life in this world takes courage and 
perseverance and the ability to face reality as it is. One does not 
develop these virtues suddenly, but gradually; one does not develop 
them by avoiding the facts of life, but by taking his lumps, licking 
his wounds, and coming back for more. It is a terrible thing to 
see a child hurt, and any of us would be happy to take the blow 
instead and protect the child. In the long run, however, this is 
not a kindness to the child; it is protecting him from present hurt 
(and yourself from the pain of watching him) at the expense of 
leaving him unprepared for the bigger disappointments that will 
inevitably come his way in the future. There are psychological 
dangers to grading on relative mastery of a subject matter and to 
reporting class standings; most of them, however, should be able 
to be alleviated by intelligent and sympathetic counseling. There 
are also psychological dangers to grading on achievement as meas- 
ured only against personal capacity, and these are not likely to be 
alleviated by any counseling. 

Further, there is the question of justice, not only to the stu- 
dent himself, but to his parents. When parents receive a school 
report they are legitimately interested in finding out not only how 
hard their children are trying but how much they are learning. 
They are understandably concerned with their children’s prepara- 
tion for more advanced study or for a career in the world, and they 
want to know how they are shaping up and what improvements 
they could and should be making in that preparation. A number 
of teachers who have had to evaluate and report on their students’ 
work on the introvert system have stated that parents do not like 
the system because they do not understand it. My own reaction 
is that the parents may dislike the system precisely because they do 
understand it and do not want any part of it. 

It is, of course, important that parents should also know how 
hard their children are working, whether their conduct at school 
is acceptable, and, in general, whether they are making progress 
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in the development of moral virtues and social graces as well as in 
knowledges and skills. But there is no need to confuse these areas 
and to suppress evaluation of one in order to achieve evaluation of 
another. A common, simple, and workable practice is to have 
one page or one section of a report card devoted to a report on the 
student’s achievement to date in a given subject matter, with that 
achievement evaluated in terms of the mastery of that subject mat- 
ter which the teacher considers reasonable for that period. The 
other page or section is devoted to moral and social virtues, and lets 
the parents know how their children are progressing in these areas. 
Parents want to know whether their children are developing rea- 
sonably well in both intellectual and moral virtues, so far as the 
school can assist in their development and measure the result. 
Further, they have a right to know these things, and when school 
authorities deny them this information and confuse the issue in the 
name of a questionable psychological theory, they are doing the 
parents as well as the students less than justice. If they consider 
moral virtue important in the work of the school, this seems a 
peculiar way of inculcating it. 


AUTHORITY AND DISCIPLINE 


At first sight the philosophical roots of the notions of authority 
and discipline? may seem to be buried a long way beneath their 
daily application and its immediately practical demands. Yet 
those philosophical roots do exist, and perhaps a brief examination 


3 In this section the term discipline is being used in mean- 
ings that Webster's New World Dictionary gives as follows: 
“training that develops self-control, character,” “acceptance of 
or submission to authority and control,” and “treatment that 
corrects or punishes.” In other parts of this book the word 
has generally been used in its primary sense of “a branch of 
knowledge or learning.” See note x in Chapter one. 
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of them may enable those of us who must exercise authority to do 
so a little more intelligently and a little more equitably.* 

The place to begin is with the notion of society.” Throughout 
our lives we all belong simultaneously to many societies: family, 
church, civil society, school, basketball team, business firm, bridge 
club, PTA, and many others. The common mark of all these 
societies, what constitutes each as a society, is the fact that here 
many persons are united in the pursuit of a common end. In fact, 
it is this common end, this unity of direction, that makes the many 
persons in some sense one, that makes them a society. In philo- 
sophical terms, the final cause of a society is also its formal cause; 
the common end or goal is what constitutes the many members as 
one society. 

The unity of order that is a society may range from the unity 
of husband and wife in one family to the unity of the countless 
numbers of people in all times and places in one human race. 
Whatever the size or the type of society, however, some form of 
authority will have to exist if the many are to direct themselves 
consistently to one end. Authority may be exercised in any one 
of a wide variety of forms, but it will have to be there in some form 
if the society is to remain in existence. 

One reason, though a subordinate one, why there will have to 
be a principle of order in any society is that a certain number of the 
membets may be lacking, relatively speaking, in the moral virtues, 


+ A classic exposition of the origin and nature of authority 
is Yves R. Simon, Philosophy of Democratic Government 
(Chicago: The University of Chicago Press, 1951), espec. 
pp. 19-33. Cf. Joseph W. Evans and Leo R. Ward (eds.), 
The Social and Political Philosophy of Jacques Maritain (New 
York: Charles Scribner’s Sons, 1955), pp. 89-100. 

5 This and the following three paragraphs are adapted from 
o an Business Ethics, 2d ed. rev. (New York: 

itman Publishing Corporation, 1961), pp. 250-252. Re- 
printed by Saison. s a 
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may be interested in their own good rather than in the common 
good, and may even be willing to sacrifice the common good to 
their private advantage. These people have to be restrained and, 
if necessary, punished for the protection of the society. Another, 
and a similar reason, is that a number of the members may be rela- 
tively lacking in the intellectual virtues, may be incapable of the 
maturity of judgment necessary to run their own show, and will 
therefore have to be guided by others who are wiser and more ex- 
perienced than they are. 

The principal reason, however, why authority is necessary in 
any society has nothing to do with the shortcomings of the mem- 
bers. For even if the members of a society are truly devoted to the 
common good and are unusually intelligent in their pursuit of that 
good, yet, unless consistent unanimity can be guaranteed, a prin- 
ciple of authority will be necessary to decide what means are to be 
followed in securing the common good. In this contingent order 
in which we live, however, unanimity in the face of several means 
of attaining the common good cannot be guaranteed, because no 
demonstration is possible.® It is impossible to show why this means 
as opposed to that must necessarily be the one selected. It follows 
that authority has an essential function, not because of any short- 
comings on the part of the members of the society, but because of 
the very nature of the situation itself. In short, authority is essen- 
tial to any society, including the academic one. 

The very nature of authority demands that it be exercised for 
the common good of those who are subject to it; it is a responsi- 
bility rather than a privilege. Government is always for the sake 
of the governed; when turned to the advantage of the governors 
it loses its moral authority and becomes mere tyranny. The laws 
of a civil society are made for the good of those who are to obey 
them, not for the advantage of those who enforce them. The 


ê See in Chapter one the section on Philosophy of Educa- 
tion, Prudence, and Conscience. 
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rules of a school or of a classroom are made for the good of those 
who are to keep them, not for the convenience of those who ad- 
minister them. In an academic society it is important that rules 
exist and be obeyed; but they exist and must be obeyed so far as 
they help the students in their work, not so far as they save admin- 
istrators and teachers from getting ulcers. This basic distinction, 
sometimes forgotten, should underlie each individual disciplinary 
action. 

A further distinction, though, might also be made. The rules 
laid down for the guidance of the members of any society should 
be restricted to those that will guide them to the end proper to the 
society in question. Thus, the laws of a civil society look to the 
good of that society and not of any other; they aim at the temporal 
common good of the citizens, not at their supratemporal common 
good. The state is not the church, and it is interested directly 
in the natural rather than the supernatural virtues of its members, 
and immediately in the civic virtues which lead to the attainment 
and preservation of the common weal. Neither is the school the 
church, and it, too, is interested directly in the natural rather than 
the supernatural virtues of its members, and immediately in the 
virtues which lead to the development of a successful academic 
life in common. It is true that the school, as a more inclusive 
educational agency than the classroom, is directly concerned with 
the development of moral as well as of intellectual virtues in its 
students. Further, the church-related school is properly engaged 
in furthering the supernatural virtues in its students, at least in- 
directly, through the provision of opportunities for religious prac- 
tice. Yet the school remains a school, and exists for the sake of 
knowledge before it exists for the sake of goodness. It is possible, 
then, that school officials might sometimes go too far in zealous 
and well-intended efforts to see to it that their charges flourish in 
all aspects of moral goodness. Since the church, the home, the 
state, and probably other educational agencies are also directly con- 


312 


A few perennial problems 


cerned with helping their members, among whom are the school’s 
students, to develop morally, the school might perhaps leave some 
of this work to these agencies. It would be difficult to provide a 
definite example to illustrate this point. In any particular instance 
involving school discipline, however, it might be useful to bear in 
mind the fact that this discipline exists and is to be administered 
not primarily for the moral reform of the person involved but rather 
for the common good of the whole academic society and for the 
personal good of the student as a member of that society. The 
school deals directly with the person as student, and some of the 
phases of his personal conduct are none of the school’s business. 


Reflections on Justice 


Up to this point, the material of this section has rested upon 
an analysis that could be called philosophical in character, concerned 
with the nature of authority and with the school as exercising 
authority. The rest of the section will be nothing more than per- 
sonal reflections. For whatever value they may have, however, 
those reflections lead to the conclusion that the hallmarks of good 
school and classroom discipline are fairness and firmness, that is, 
justice, administered without fear or favor. 

Fairness in the administration of discipline grows out of the 
realization that authority exists for the sake of those over whom 
it is exercised. The administrator or the teacher who keeps this 
fact in mind will avoid becoming personally involved in any situa- 
tion to the extent that his anger or his pride come largely to dictate 
his disciplinary action. He will not award the English prize to 
A rather than to B because A’s father has a million dollars or will 
not hesitate to bring pressure to bear on higher authorities. He 
will not let C get away with murder in the classroom because C 
happens to be related to the principal. He will not let racial or 
religious prejudice or social snobbery influence his treatment of 
any student in any way. He will not take advantage of his supe- 
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rior knowledge to humiliate any student either publicly or privately 
under the guise of administering discipline. He will not allow 
himself to be flattered into a convenient coma by student operators 
who will polish even ctabapples for higher grades. In brief, he will 
deal honestly and fairly with his students. Most young people, 
as yet uncorrupted by the cynicism of their elders, have a pas- 
sionate sense of justice. They do not ask that it be easy, but they 
do ask that it be fair. And they have a right so to ask. School 
discipline is very largely school morale; and school morale is very 
largely student reaction to what they see those do who are telling 
them what to do. 

Firmness in the administration of discipline grows from the 
same realization of its purpose. If authority is for the sake of those 
over whom it is exercised, then it must be exercised when the situa- 
tion calls for it, When a school administrator or a teacher is con- 
vinced in any given situation that he is right and that he should 
carry out this or that disciplinary action, then he must carry it out, 
however unpleasant the task is personally. Anyone who exercises 
authority had better forget about personal popularity. The better 
members of his society will respect him, and respect is something 
far more solid. In exceptional circumstances they may even love 
him. If this happens, however, it should be strictly a by-product. 
The point of exercising authority is to get the job done, and to get 
it done for the sake of the governed, even in the teeth of their 
opposition and at the sactifice of one’s own popularity. This need 
not involve harshness or cruelty or even personal coldness; kindness 
and firmness are compatible. Ultimately, however, the teacher 
exists for his students, the parent for his children, the officer for 
his men. It has been said that a man who holds a commission 
really becomes an officer when he is no longer afraid of the soldiers 
under his command, The same is true of teachers or parents oF 
any others in authority. If more parents were concerned with 
demanding that their children do what is right rather than with 


314 


A few perennial problems 


whether the children love them—that is, if they were concerned 
with their children rather than with themselves—family life would 
be better. Parents who are afraid of their children cannot run a 
family successfully. Administrators or teachers who are afraid of 
their students or of anyone else cannot run a school successfully. 
What matters is not whether you are popular; what matters is 
whether you get the job done. And that means firmness when 
firmness is necessary.” 


PUBLIC MONEY FOR PRIVATE SCHOOLS? 


This book is taking the position that students in both public 
and private schools, at all levels of education, who wish to include 
instruction in sacred doctrine in that education, have a right to 
assistance for that purpose from the public treasury, whether Fed- 
eral, state, or other, If such assistance would be interpreted as a 
violation of any present constitution, whether Federal or state, then 
either the interpretation or the constitution should be amended. 

In Chapter four ê the reasons why the government should help 
parents who wish to provide a religious education for their children ° 
were summarized thus: 


Parents have the primary obligation to educate their children 
and hence the primary right to choose the means of doing so. 
The state, like the Church, is in the field of school education 
primarily to help the family. Parents who wish instruction 
in sacred doctrine for their children should have the help of 


"For a tragicomic account of seventh and eighth grade 
students’ attitudes to school authority exercised over their 
social activities, see Katharine M. Byrne, “Our Dear, Dear 
Children,” America, 104, 11 (Dec. 10, 1960), 369-371- 

8 See above, p. 99. 

? “The structure of the argument is not complex. Its 
principle is that the canons of distributive justice ought to 
control the action of government in allocating funds that it 
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the state in this as in other forms of education. To provide 
this help is not to confuse Church and state, since the state 
acts for the family, not for the Church, and does not itself 
espouse any religious doctrine. To refuse this help is to deny 
to the parents who wish it the public assistance in education 
to which they have a right as citizens. 


coercively collects from all people in pursuance of its legitimate 
interest in universal compulsory schooling. The fact is that 
these canons are presently not being observed. The ‘solution’ 
to the School Question reached in the nineteenth century re- 
veals injustice, and the legal statutes that establish the in- 
justice are an abuse of power. So, in drastic brevity, runs the 
argument.... For my part, I have never heard a satisfactory 
answer to it.” From We Hold These Truths: Catholic Re- 
flections on the American Proposition by John Courtney Mur- 
ray, S.J. (New York: copyright Sheed & Ward, Inc., 1960); 
pp- 17-18. Reprinted by permission. Cf. ibid., pp. 143—154. 

“Sharp distinction between church and state does not 
mean that the church and the state must live in ignorance of 
and isolation from each other. On the contrary, they have to 
co-operate. But this distinction means that the proper domain 
of the state is lay or secular and that no privileged treatment, 
contrary to the principle of the equality of all before the law, 
can be given by the state to the citizens of any given creed, 
their activities, or their institutions. 

“Accordingly, the solution, in the educational sphere, is 
to be sought in a sound application of the pluralist principle. 
Religious training should be made available to the student 
population—not in a compulsory way, but on a voluntary 
basis—in accordance with the wishes of the students and their 
parents, and given by representatives of the various faiths.” 
Jacques Maritain, “Thomist Views on Education,” in Nelson 
B. Henry (ed.), Modern Philosophies and Education, part J 
54th Yearbook of the N.S.S.E. p. 84. Copyright 1955 by 
the University of Chicago. Reprinted by permission. 

“Tt is radically unjust, and in violation of the abiding 
spirit of constitutional government, to allow a reasonable 
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In Chapter five ™ some workable methods of including in- 
struction in sacred doctrine in the college curriculum were de- 
scribed. A forcefully argued book has presented practical means 
whereby the state could, without violating existing constitutional 
law, assist students at all levels to obtain an education that would 
include instruction in sacred doctrine. Very briefly: * 


The certificate plan provides that government make direct 
money grants in the form of vouchers or certificates to parents 
or guardians of all children attending approved independent 
schools.... The tax credit plan, on the other hand, provides 
that government give a tax offset to parents of all children 
attending approved independent tuition-charging schools. . . . 
From this analysis, it is clear that the certificate or tax credit 
plan involves no government aid or support of church-related 
schools. The government subsidy is given directly to parents 
to enable them to pay in part their children’s tuition at the 


exercise of parental and religious liberty to entail a burden- 
some inequality before the laws determining government’s 
relation to education.” William Gorman, “A Case of Dis- 
tributive Justice,” Religion and the Schools (New York: The 
Fund for the Republic, Inc., 1959), P- 34- For differing 
views, see the other three essays in this pamphlet. See also 
William F. Lynch, S.J., “Divisiveness in American Civiliza- 
tion,” and John Courtney Murray, S.J., “The Problem of 
Pluralism in America,” Catholicism in American Culture, 
Semicentenary Lectures (1953-54), College of New Rochelle, 
New York; Bernard J. Kohlbrenner, “The Controversy over 
Public Support to Parochial Schools,” School and Society, 
89, 2193 (May 20, 1961), 238-242; The American Assembly 
(Columbia University), The Federal Government and Higher 
Education (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1960) , 
Pp- 196-198. 

10 See the section on Catholic Education. 

11 Virgil C. Blum, S.J., Freedom of Choice in Education 
(New York: The Macmillan Company, 1958). 

12 Ibid., pp. 26-28. Reprinted by permission. 
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school of their choice. Parents and their children alone are 


the beneficiaries of the subsidy. 
Conflicting Opinion 

This last position is by no means universally accepted. In 
January, 1961, a proposal was introduced before the legislature of 
the state of New York to make a grant of from $100 to $200 a year 
to help college students in the state pay their tuition fees at private, 


church-related schools as well as at public ones. Press reaction to 
the proposal varied. One columnist wrote: +° 


The action New York State is considering is in principle the 
same as that adopted by Congress in providing the funds for 
education to veterans of World War II and the Korean War 
under the “GI Bill of Rights.” 

The grants are allotted to the individuals, and they pay the 
money directly to the school of their choice, which can be a 
public, a private or a church-related institution as long as it 
meets presctibed academic requirements, 


On the other hand, a lead editorial strongly condemned the 
proposal as a mere evasion of the law: 14 


It is a shocking thing that high officers of the state govern- 
ment would offer a proposal that is nothing less than an at- 
tempt to evade the constitutional bar to aiding denominational 
colleges with public funds.... So far as the substance of the 
present proposal goes... we are against it because we are 


against any intermingling of state and church, even for so 
beneficial a result as education, 


In another connection a Time writer said: 


8 David Lawrence, The South Bend Tribune, January 
20, 1961, p. 8, Reprinted by permission. 
| 14 “State. Aid to Church Colleges?” The New York 
Times, January 26, 1961, p- 28. Reprinted by permission. 
Time, 775 (Jan: 27, 1961), 62. 
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One possible compromise is direct grants to Catholic students, 
patterned after the G.I. Bill of Rights, which paid many a 
veteran’s tuition at church-telated colleges after World War II. 
There may be other constitutionally permissible compromises. 


On March 14, 1961, the legislature approved grants to New 
York students in New York colleges, both nonsectarian and church- 
affiliated, of from $100 to $800 a year, depending on the financial 
status of their parents.'® Some doubts have been expressed that 
the bill, as actually worded, applies to students in church-related 
schools; only time will tell how the bill works out. 

The public assistance referred to is, of course, available to stu- 
dents of any religious persuasion. In practice, however, it seems 
to be almost exclusively Catholic spokesmen who lay claim to such 
aid. For example, in the same month in which the foregoing 
proposal was presented to the Albany legislature, a group described 
as an educational task force recommended to the incoming Kennedy 
administration a four-year program of Fedetal aid to education to 
the extent of $9.3 billion, with all of the money going to public 
schools. Cardinal Spellman objected to this qualification as an 
indirect but real pressure on citizens to transfer their children to 
public schools and as discrimination against the constitutional rights 
of parents: ‘7 


“For many millions of American parents, this means that they 
will be taxed more than ever before for the education of their 
children but that they cannot expect any return from their 
taxes, unless they are willing to transfer their children to a 
public grade or high school.... Such legislation would dis- 
criminate against a multitude of America’s children because 
their parents choose to exercise their constitutional right to 
educate them in accordance with their religious beliefs. ... 


It is unthinkable that any American child be denied the federal 


18 U.S. News and World Report (Mat. 27, 1961), 14. 
™ Cardinal Spellman as quoted in The South Bend Trib- 
une, January 18, 1961, p. 18. Reprinted by permission. 
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funds allotted to other children which are necessary for his 

mental development because his parents choose for him a 

God-centered education.” 

Among others, however, Lutheran and Jewish spokesmen lost 
no time in expressing dissent from Cardinal Spellman’s position and 
in disclaiming any wish for public assistance for their schools. 
Reverend Dr. Oswald C. J. Hoffmann, public relations director of 
the Lutheran Church—Missouri Synod, “which operates the largest 
system of Protestant elementary schools in the country,” is quoted 
as follows: 18 

“As Americans who accept the traditional American policy 
of church-state separation, we Lutherans would not feel dis- 
ctiminated against if federal funds were appropriated for 
public schools only. In fact, we think that federal assistance, 
if there has to be such assistance, should be restricted to public 
schools,” 

A representative of “five national Jewish organizations” is 
quoted to the same effect: 19 


“We feel the maintenance and furtherance of the Jewish 

religion to be the responsibility of the Jewish community, a 

responsibility which we have no desire to impose either in 

whole or in part upon the American taxpayer.” 

The Methodist Council of Bishops also opposed the “use of 
federal funds for support of private or parochial schools.” *° 

And so it goes, with many Catholics feeling themselves to be 
the victims of persecution and religious bigotry and many non- 
Catholics feeling themselves called on to forestall a sectarian grab 
for political power. It is extremely doubtful that the differences 
will ever be resolved to the satisfaction of everyone concerned. 

The South Bend Tribune, January 19, 1961, p. 2- 
Reprinted by permission, 


The South Bend Tribune, January 20, 1961, p. 20 
Reprinted by permission. 


® The South Bend Tribune, April 7, 1961, p. 7- 
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Meanwhile, the situation seems to call for an honest effort to under- 
stand the position with which one differs coupled with firm ad- 
herence to the right as one sees it and, further, the resolution not 
to tear apart the civil society itself in the course of the debate.” 
And, as Rabbi Robert Gordis has put it, “If the discussion is con- 
ducted on a rational level, we may hope that the solution finally 
achieved will be both moderate and just.” ?? 


The Rights of the Family 


Perhaps one of the points of difference that has not always 
been sufficiently clarified concerns divergent notions of what a 
church-related school is. The Jewish spokesman quoted above 
seems to see it as essentially a religious institution, an extension 
of the church, for he speaks of “the maintenance and furtherance 
of the Jewish religion.” Cardinal Spellman, on the other hand, 
seems to see it as essentially an academic institution, for he speaks 
of the use of funds “which are necessary for his [the American 
child’s] mental development.” 

In Chapters four and five above, it was maintained that the 
fostering of religious practice, however important in itself, is only 
a secondary reason for the existence of a church-affiliated school. 
Precisely because it is and remains a school, its primary reason for 
existence is an intellectual one, concerned with knowledge. If 
God exists, then the most important knowledge that anyone can 
gain is the knowledge of God through sacred doctrine. The pri- 
mary reason, then, for the existence of the church-related school 


21 For a sharp warning on this point, see Theodore Powell, 
The School Bus Law: A Case Study in Education, Religion, 
and Politics (Middletown, Conn.: Wesleyan University Press, 
1960). 

22 “Education for a Nation of Nations,” Religion and the 
Schools (New York: The Fund for the Republic, Inc., 1959), 
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remains an intellectual one concerned with knowledge and with 
“mental development.” If one sees the school as primarily the 
auxiliary of the family,” aiding the family chiefly in the develop- 
ment of its children’s intellectual virtues, then there is no reason 
why tax support should be withheld directly from students and 
parents who are interested in theological instruction and withheld 
indirectly from the schools which furnish such instruction.” 
Civil or political society, and its organ which is government, 
exists to secure the temporal common good of its members. The 
members have the obligation to contribute to that common good 
in the way in which the government asks them to do so—by 


3 “By natural law, the primary obligation to educate 
children rests with parents. The Church, the State and the 
school possess rights, each in its ptoper sphere, to aid the 
family in the discharge of this duty. These rights do not 
conflict but should be in perfect harmony in ordering the 
education of the child.” Very Rev. J. William Lester, Dio- 
cesan Superintendent of Schools, Diocese of Fort Wayne- 
South Bend, Our Sunday Visitor, The Fort Wayne—South 
Bend Diocesan Edition, 50, 18 (Sept. 3, 1961), 3A. Re- 
printed by permission. 

2 For a detailed consideration of the constitutional issue 
involved, see the synopsis of a study made by the legal depart- 
ment of the National Catholic Welfare Conference, reprinted 
in U.S. News and World Report (Dec. 25, 1961), 67-69. 
The pnan of extending Federal aid to church-related 
schools below the college level, Cardinal Spellman’s comments 
on proposed Federal aid to public schools only, and the Bailey 
Bill, which would dump the problem in the laps of state rather 
than Federal legislators, are all discussed briefly in U.S. News 
and World Report (Feb. 19, 1962), 47. CÉ. “Federal Aid 
and Freedom,” The Commonweal, J523 (Mar. 2, 1962)» 
594-596. Cf. also Charles E. Sheedy, “How Meaningful 
Is the Religious Tradition?” Liberal Education, 46, 1 (March, 
1960) , 50-53. 
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obeying the laws, by paying taxes, by risking their lives in war. 
The members have the corresponding right to share in the common 
good to which they have contributed, and to ask the civil society 
and its government—at whatever level—to do just what they 
were constituted to do. In general, this means doing what needs 
to be and can be done for the achievement of the common good 
and what the individual citizen or such a smaller group as the family 
cannot do itself. Included under this heading is education, and 
particularly, though not exclusively, intellectual education. This 
is a function which falls by nature to the family, but one which the 
family alone is unable to carry on to the required degree. As part 
of that common good in which it has a right to share, the family 
may call upon government at the appropriate level to help it in this 
important task. 

To help the family, however, does not mean to absorb it and 
usurp its rights. Except on the totalitarian premise that the citizen 
is totally the creature of the state and has duties but no rights in 
regard to it, the obligation of government is to help parents obtain 
for their children the education that the parents want, not the 
education that the government wants. The government has, of 
course, rights in the education of its future citizens. But the pri- 
mary rights are the parents’, and parents who wish, for moral or 
for intellectual reasons or for both, an education for their children 
in a church-telated school have a right to the same assistance in 
providing that education as those parents who do not wish such 
an education for their children. Parents are as unlikely to be pro- 
fessional theologians as they are to be professional mathematicians; 
they need and have a right to assistance in the provision of both 
kinds of instruction. The fact that they may form a minority 
within the political society does not remove their rights. A ma- 
jority vote determines who will administer the machinery of gov- 
ernment; it does not determine whose rights that government will 
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recognize. The tyranny of a majority is no less heavy and no less 
unjust than the tyranny of one man or of a few, and a government 
is no less totalitarian for going through the outward forms of demo- 
cratic procedure in the attainment of an undemocratic end. 

The government that systematically denies public assistance 
for what are called private schools is, in effect if not in intention, 
gradually if not immediately, closing down church-related schools 
and forcing citizens to send their children to schools that are not 
of their choosing, thereby denying their basic natural rights. For, 
with education costs rising as dramatically as they are, you do not 
haye to padlock religiously affiliated schools to force their closing to- 
morrow; you have merely to provide needed funds to public schools 
and deny them to any others to achieve the same result the day after 
tomorrow. Massive Federal aid to public education exclusively 
is a case in point. 

“Separation of church and state” is not a doctrine or an ex- 
planation or an appeal to reason; it is a slogan that dispenses with 
reason, an appeal to the emotions of fear and suspicion and hatred. 
The first amendment to the Constitution originally meant that no 
government should establish and support any one religion as of- 
ficial, but that there should, instead, be liberty of conscience and 
of worship. As now misinterpreted, the first amendment means 
that government shall be actively hostile to every religion, not so 
far as religious practice is concerned, but so far as theological teach- 
ing is concerned. It means that, indirectly but effectively, the 
official government doctrine as promulgated by the practice of the 
schools that it maintains is that theology is intellectually unimpor- 
tant and that the ultimate intellectual interpretation of reality is a 
form of naturalism. This is not religious neutralism; this is active 
irreligion, with the worship of a misunderstood democracy as a 


substitute for religion. It can happen here, and, if you want z 984: 
this is the way to get it, 


324 


A few perennial problems 


QUESTIONS 


1. Is end-of-semester testing necessary to maintain high 
achievement standards? In all grades? In some grades? 

2. Has the school administration the right to control student 
activities which are not part of the school curriculum? 

3. Should there be an entrance examination as a prerequisite 
for admission to secondary (public, private) schools? 

4. How many years should be devoted to elementary school- 
ing? To secondary schooling? 

5. Should a student who has not maintained the required 
scholastic standards be retained in a grade when his record 
indicates that he will derive little or no benefit in the way 
of increased knowledge from this course of action? 

6. Should there be uniform state tests as a requirement for 


graduation from (public, private) high schools? 
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The Teachers Vocation 


The preceding chapter, made up of odds and ends left over from 
the earlier portions of this book, was already a sort of epilogue and 
should perhaps have rung down the final curtain. However, there 
remain a few final remarks about teachers and teaching. 


SOME RESPONSIBILITIES AND 
SOME RIGHTS OF TEACHERS 


As was briefly suggested above,’ it is the claim to the necessary 
and effective means to a given end that constitutes a right. Rights, 
considered personally and subjectively, are based upon the objec- 
tive existence of a given end and upon a man’s or a society’s obliga- 


1 See in Chapter four the section on The State. 
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tion to work toward that end. A right is founded upon and ex- 
plained by a need, the need of available means to reach an end that 
exists as a fact. You cannot reasonably lay claim to (that is, you 
do not have a right to) what will lead to an end that you do not 
happen to have. A teacher, for example, cannot reasonably ask 
for a permit to carry firearms on the plea that it will enable him 
to guard the money in the ABC Bank, for the good reason that he 
has no responsibility for guarding that money. The safety of the 
money is not, for him, an end; therefore he has no need of the 
means of achieving that end, and hence he has no right to that 
means because he has no need of it. Likewise, one cannot rea- 
sonably lay claim to what will not lead to an end that he does have, 
something that is not an effective means to that end. As another 
example, a teacher cannot reasonably ask his students to bring 
him a polished apple every day, since this does not assist him in the 
performance of his teaching functions. A right may be said to be 
a moral claim on what you need to get where you have to go. If 
either of these elements is lacking—if you don’t have to get there, 
or if you do haye to get there but don’t need these means to do so— 
then you have no right to these means. If, and only if, it is ob- 
jectively right that you should take the means to reach a given end, 
then you have, subjectively, a right to access to those means. You 
have aright to do what it is right for you to do, 

Once again we are back to end and means. Like anyone else, 
the teacher is responsible for doing his job, and has a right to the 
means which will allow him to do it. Before we can say what his 
tights are we must know what his responsibilities are, what his job 
is, what ends are proper to him as one of the agents of education. 
This book has been maintaining that the primary function of the 
teacher is to teach; it is to help his students acquire knowledge, the 
ability to gain further knowledge, and, so far as possible, the desire 
to do so, Secondarily, and pethaps mostly by example, the func- 
tion of the teacher includes increasing in his students the moral vit- 
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tues and the social graces, and doing what he can to help them 
maintain a sound emotional balance. 


A Duty to Know and a Right to Study 


How accomplish these things? If the first job of the teacher 
is to teach, his first need is knowledge. This means that it is his 
primary moral responsibility, precisely as a teacher, to master to the 
best of his ability the subject matter in which he is instructing his 
students. Staying a chapter ahead isn’t good enough. Neither 
is a knowledge of the subject which is confined to the content of the 
textbook being used. On anything except the most elementary 
levels, the teacher who cheerfully proclaims, “Give me the book 
and two weeks and I'll teach anything,” indicates either a hope- 
lessly shallow intellectual depth or an irresponsible attitude toward 
his job. Neither alternative promises much for the student. There 
is a point in constantly broadening and deepening one’s knowledge 
of what he is teaching, even though this knowledge may go far 
beyond what is likely to be directly required in the classroom. 
Any area of knowledge worth studying and teaching has a context, 
has perspectives, has relationships with other areas of knowledge, 
has depths that the students cannot plumb at their present level 
but of whose existence they can and should become conscious. 
Without any specific effort on his part, a teacher who knows some- 
thing of these depths and of these perspectives will suggest them 
to his students, thus revealing to them ever-widening horizons and 
ever-deepening possibilities. It is glimpses such as these that save 
at least the better students from the danger of intellectual parochial- 
ism, of imagining that they have effectively mastered some subject 
after exposure to a single textbook. It is glimpses such as these, 
again, that recreate for some students the excitement with which 
most of them originally came to school, the curiosity, the desire to 
know more, the refusal ever to be content with present knowledge, 
pethaps the determination to devote their lives to being pioneers 


29 


A philosophy of education 


and explorers in the realms of the mind. One cannot expect every 
teacher to strike the sparks that enkindle this enthusiasm; one can, 
however, be certain that a teacher who is not thoroughly knowl- 
edgeable and competent will rather douse the fires than light them. 

If the teacher’s first responsibility is to know, so that he may 
better teach, then his first right is the opportunity to study as the 
means that lead to knowledge. If the preceding paragraph has 
any validity, a teacher who is not constantly expanding and deepen- 
ing his knowledge cannot do an adequate job. This statement 
will apply more strongly the higher one goes in the academic hier- 
archy; but it will apply to some degree at all levels. One cannot, 
though, expand and deepen his knowledge without time to acquire 
it and to reflect upon it and gradually to make it part of himself. 

To what extent does this opportunity now exist in fact? It 
depends upon the particular situation, but one man’s personal 
observation says that the extent is pitifully small. Teachers in 
large universities with genuine gtaduate schools are expected to do 
research as a necessary preliminary to their teaching and publica- 
tion; their academic duties are ordinarily tailored to this end. 
Smaller liberal colleges often simply cannot afford to support schol- 
ars while they do research or provide them with adequate library 
or laboratory facilities. Some of them cannot even afford to sup- 
port them while they study the results of other men’s research, 
but can allow them only enough time for a desperately hurried 
preparation for the too many classes in too many subjects that they 
must be asked to teach. This is teaching on a quantitative rather 
than on a qualitative basis, and the students inevitably suffer, On 
the high school level the problem has changed only in degree. 
‘There is a genuine intellectual content to any subject worth teach- 
ing in high school, and a chemistry teacher, for example, who 
knows only high school chemistry cannot teach even high school 
chemistry effectively. Fields such as these are developing rapidly, 
and the teacher who is so swamped with classes or with extraclass 
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activities that he cannot find time to read more than the current 
textbook in his field is being denied the chance to teach well, to 
do the job that is required of him. He has a right to something 
better, to access to the means of reaching the end for which he is 
being held responsible. On the grade school level there is a further 
change in the degree of urgency of the problem, but, again, in 
degree only. The grade school teacher, like any other, is primarily 
engaged in the process of instruction, and needs time to keep up 
with developments in his areas of teaching and especially with de- 
velopments in methods of presentation. He needs, as do other 
teachers, time and energy that are not exhausted by too many 
duties, especially those not directly connected with the classroom. 
Doubling as nursemaid and policeman and bookkeeper, with the 
cheering prospect of summer school at the end of the year, is not 
conducive to encouraging deep or extensive study. 

The problem is that there just aren’t enough teachers for the 
number of students, and that to provide them, and then further 
provide the conditions in which they can teach properly, would be 
staggeringly expensive. Meanwhile, teachers try to bear an im- 
possible load, and students suffer because the load is impossible. 
For both private and public schools (though the burden is heavier 
and becoming even more so for private schools) those who pay 
the financial bills will have to make up their minds how much they 
can afford for the schooling of their children, and should expect 
to get what they pay for. They have so far enjoyed and no doubt 
will continue to enjoy something that simply cannot be paid for— 
the selfless devotion of teachers at all levels and in all kinds of 
schools who are teaching because they really love God’s children 
and who want, in their generosity, to give them that precious 
insight into reality that they themselves prize so highly. Yet even 
devoted people have to recruit their strength and increase their 
knowledge, and for both purposes they need some leisure. Good 
teaching takes devotion to the job and a real love for it; but it also 
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takes physical endurance and intellectual knowledge. Neither of 
these requisites lasts long accompanied by overwork. Our usual 
reaction to being required to perform impossible feats is to pitch 
in and do our best. There is a question, however, whether this 
is good for the students in the long run. As long as we continue 
to spread ourselves thin in the hopeless effort to reach on everything, 
we simply cover up the problem and thus enable it to be ignored 
alittle longer. If more of us did what we were able to do well and 
refused to try to do the rest of it at all, perhaps the situation of too 
many students and too few teachers and dollars would be drama- 
tized to the point at which something effective would be done. If 
this be treason, make the most of it.? 


The Art of Teaching 


If the teacher’s first responsibility is to know what he is teach- 
ing, his second one is to know how to teach it. Whereas the first 
requirement would be more evident at the higher levels of instruc- 
tion, the second would be more evident at the lower levels. Yet 
both are necessary at all levels, and the difference is one of degree 
only, Ability as a research scholar is a sine qua non for anyone 
teaching a graduate course, for unless he can give his students 
something resulting from his personal discovery or interpretation, 
and unless he can also show his students something of how to go 
about research in the field, he is not really teaching on the graduate 
level. But ability as a scholar is no excuse for lack of ability as 
a teacher, and a genuine tesponsibility even of a graduate teacher 
is to present what he teaches as effectively as possible, and to put 
real effort into that presentation. Parenthetically, a justified criti- 
cism of most graduate schools is that they neglect this part of the 
formation of future college teachers. If teaching methods can 


? Cf. David D. Henry, What Priority for Education? 
(Urbana, Ill.: The University of Illinois Press, 1961). 
*See Earl J. McGrath, The Graduate School and the 
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themselves be taught—and they can—then they should be taught 
to apprentice college teachers as well as to apprentice elementary 
teachers. It is true that the importance of pedagogical method 
increases as one gets into the lower grades and that its importance 
seems, roughly, to vary inversely with that of knowledge of subject 
matter. Yet at all levels a close attention to teaching method is of 
vast importance and can make a tremendous difference to the effec- 
tiveness of the teaching involved. One can legitimately criticize 
most graduate schools for largely ignoring this factor in the train- 
ing of college teachers, just as teachers’ colleges have recently been 
criticized for overemphasizing this factor at the expense of further 
training of their students in subject matter. It is all very well to 
hold that “All there is to teaching can be learned through a good 
education and being a teacher,” * but experience indicates that the 
art of pedagogy is a difficult one, and that it both can and should 
be taught. 

Whatever a particular teacher’s knowledge of this art, however, 
there is one thing in this line that remains strictly within his con- 
trol, and that is preparation. His first job, again, is to know what 
he is to teach. His second is to organize what he is to teach in 
what he considers, on the basis of whatever training he has had 
in this art, to be the most effective form of presentation. Prepara- 
tion of classes and careful reading of assigned exercises take time 
and effort, but they are an essential part of the teacher’s work, and 


he has a strict moral obligation to do his work as effectively as he 
can, 


Decline of Liberal Education (New York: Bureau of Publica- 
tions, Teachers College, Columbia University, 1959), p. 27- 
See also Bernard Berelson, Graduate Education in the United 
States (New York: McGraw-Hill Book Company, Inc., 1960). 

* Robert Maynard Hutchins, The Higher Learning in 
America (New Haven, Conn.: Yale University Press, 1936) , 
p- 56. Reprinted by permission. 
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Yet preparation, too, takes time and energy, and if one holds 
a teacher responsible for a competent job in this respect he must 
also give him the means of doing the job. Just as teachers need 
and have a right to time to learn, they also need and have a right 
to time to prepare the presentation of what they learn, It is un- 
reasonable and unjust to demand that someone achieve a given end 
when he does not have access to the means of doing so, Is it 
better, in both public and private schools, to continue to do a job 
that is not as good as it should be and not as good as it could be 
for lack of material and human resources, or to bring the situation 
more into the open by doing part of the job properly and the rest 
of it not at all? My guess is that students would gain in the long 
run by the second alternative, and the students are the only reason 
why the schools exist. It is true that passive resistance brought 


jail to Gandhi, but it is also true that it brought independence to 
India. 


Developing the Means and the Love of Learning 


So far we have been looking at the obligations and the corre- 
sponding rights of teachers to learn and to teach as well as possible 
the subject matter—the arts or sciences or skills—which they are 
given to teach so that their students may increase in knowledge. 
Another function of the teacher mentioned above ® is to help his 
students learn how to gain further knowledge for themselves. And 
in almost any example that one can think of, this second function 
stands out as more important than the first. So far as teaching 
the skills and the arts is concerned, there probably is not too great 
a practical problem. Anyone teaching reading, surely, will have 
in mind and will point his activities toward the student’s becoming 
able to develop his reading skill, to pass beyond the material then 
being used and to read with comprehension more difficult material 


5 See pp. 211—213, 238. 
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in the future. Anyone teaching, say, literature, will surely have 
in mind the student's appreciating and later comprehending more 
deeply much more than the particular poem or essay then being 
read. 

The practical difficulty seems to arise in the teaching of the 
sciences, especially those whose conclusions involve some degree 
of personal commitment on our part. When we teach national 
history, are we more concerned that the students will come to under- 
stand something of how their own country came to be what it is 
and something of what the historical enterprise involves, or that 
they will adopt the same set of heroes and villains as our own and 
the same interpretation of the same event? It will, of course, make 
a difference on what level we are teaching; yet, if history is more 
than chronology, this distinction will have some application at 
any level, and will largely determine whether the student will be 
equipped, on the basis of our instruction, to pursue further study 
of history on his own. When we teach philosophy, including 
the philosophy of education, are we more concerned that the stu- 
dent accept without question and dutifully repeat for us the con- 
clusions that we have reached on controversial problems, or that 
the student come to understand on what premises these conclusions 
test and be invited to examine the premises anew and perhaps to 
find further ones? 

Examples could be multiplied indefinitely. Many of us are 
tacitly convinced that our own conclusions represent the ultimate 
point in the understanding of a subject matter, and are concerned 
that when our students leave us they should be equipped with a set 
of eternal verities with which to face the world. Accordingly, 
we rather artificially try to supply them with something that we 
wishfully imagine to be effectual weapons of defense against the 
assaults of a world whose ideas and values are not ours. This is 
a kindly and well-meant endeayor, but one wonders what its final 
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results will be for the student. As Cardinal Newman put it con- 
cerning education on the university level (though it applies to a 
lesser extent on lower levels): ê 


We cannot possibly keep them from plunging into the world, 
with all its ways and principles and maxims, when their time 
comes; but we can prepare them against what is inevitable; 
and it is not the way to learn to swim in troubled waters, 
never to have gone into them. 


For one thing, the subject matter which we are teaching may 
have much more room for contingency and much less for necessity 
than we have believed, and perhaps the verities of which we are 
presently convinced are less eternal than we think. Just possibly 
we do not have the final word that absolves our students from 
the hard necessity of further thought. The world into which they 
are going is an open world, a world so indefinite in its diversities 
and its potentialities that we cannot possibly say anything like the 
final word about very much of it. Our job is rather to equip our 
students to carry on from the point to which we can bring them, 
to teach them how to think rather than what to think. The nega- 
tive attitude of teachers who are unwilling to aim primarily at this 
end reflects a lack of confidence in the students themselves, an 
unspoken suspicion that, really, only the teacher can be trusted 
to think for himself and must therefore think for others as well. 
Since almost all teachers have in almost all classes students whose 
basic intellectual equipment is superior to their own, this lack of 
confidence seems a bit misplaced. True, the student is immature, 
but the teacher’s job is not to try to keep him immature by doing 
his growing up for him. The student should indeed come from 
a school at any educational level equipped with certain basic knowl- 


€ John Henry Cardinal Newman, The Scope and Nature 
of University Education (New York: Dutton Everyman Paper- 
back, E. P. Dutton & Co., Inc., 1958), p. 202. Reprinted 
by permission. 
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edge, both factual and other; much more, however, he should come 
equipped with the ability to increase that knowledge and his facility 
in acquiring it. 

Even this, however, is not enough. The most difficult part of 
a teacher's job, and perhaps the most important, is that of instill- 
ing in the student the desire to learn more. His success or lack 
of it in this area will be achieved by much the same means as his 
effort to help his students develop moral virtue. The thing can 
be done, but not by talking. The only effective way in which 
a teacher can help his students develop a love of learning is by 
having a love of learning himself. If ideas are important and ex- 
citing to the teacher, that enthusiasm will be communicated to the 
students through the teacher’s obvious concern that they learn and 
learn well. And no substitute will do, especially no façade. Per- 
haps the most important thing that any teacher can inspire in his 
students is a genuine love of learning; for without it schooling is 
a mechanical thing, a process exclusively of preparing for an occupa- 
tion, of getting the right union card. The whole notion of specula- 
tive knowledge will then be lost, to the great impoverishment of 
the student and, ultimately, of society. The Latin root of the 
English word “student” implies zeal, eagerness to know. But you 
can’t give what you don’t have, and you can inspire zeal for learning 
in students only if you yourself have the pure love of learning. Do 
you? 


Professional Obligations 


It would take too long to try to cover all aspects of a teacher's 
function. Something has already been said of his responsibility 
to respect the human personality of the student, with a reminder 
that this does not necessarily involve a close personal relationship. 
One further obligation, out of many more that could be mentioned, 
concerns the careful use of speech and the avoidance of gossip. A 
teacher holds a position of trust in more than one way, and has 
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corresponding obligations. One of these ways is that a teacher, 
because of his position, has access to information concerning stu- 
dents that is definitely confidential, classified information. We 
all expect that what we tell our physician in the course of our 
professional relationship with him will be held in strict confidence, 
since he has this information as a physician rather than as a private 
individual and has it for our advantage rather than for his. He 
simply does not have this knowledge in a private capacity, and is 
not at liberty to divulge it to anyone. We take this sort of pro- 
fessional conduct for granted. If teaching is also a profession, as 
we all maintain it is, then it also imposes certain professional obliga- 
tions. The information that a teacher has concerning a student's 
academic progress, for example, either is or shortly will be public 
property and need not be guarded as private. But such things as 
the student's results on tests that are supposed to be kept confiden- 
tial, the student’s perhaps unfortunate behavior on a particular 
occasion in the classroom or outside it, a delightful morsel of inside 
information about his family conditions that the student has trust- 
ingly confided to the teacher—all these are items that the teacher 
does not know as a private person and has absolutely no right to 
reveal. We all love to gossip and to build ourselves up by con- 
fiding inside information to an admiring audience. To do so at 
a student's expense, however, is a serious betrayal of a serious obliga- 
tion. The tragedy is that so few of us see it as a serious obligation. 
If in doubt about whether we have a right privately to reveal any 
particular matter, we have merely to ask ourselves whether we have 
this information in a private or in a professional capacity. If in 
further doubt, the safe thing is to say nothing. 

The final point to be made in this section may sound like a 
complaint, and perhaps it is, though it also involves both rights and 
responsibilities of teachers. The point is this: If teachers are asked 
to perform such professional though extraclass services as tutoring 
or public speaking, they have a right to demand payment for serv- 
ices rendered and an obligation to the other members of their 
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profession not to sell those services short. There still seems to be, 
in what is sometimes called the public image of the teacher, more 
than a remaining trace of the stereotype of the wandering scholar 
turned village schoolmaster, impecunious and therefore exploitable, 
a latter-day Ichabod Crane. The teacher has not really attained pro- 
fessional standing in the eyes of the public or in the eyes of his fel- 
low professionals, though strictly professional conduct is demanded 
of him. A lingering credence is still accorded the jibe attributed 
to Shaw, that those who can, do, and those who can’t, teach. 
Credence will continue to be accorded it as long as teachers allow 
themselves to be imposed upon. 

Teaching is one of the oldest and noblest of the professions. 
Its practitioners are, by and large, devoted first to their jobs and 
only incidentally to any reward they draw from it. Yet the hard 
fact is that in our contemporary society a profession and its members 
are judged largely on the basis of their own estimate of themselves 
and their work. When physicians drove their buggies through the 
night on errands of mercy, they were taken for granted. Now that 
they have moved up to the country club and you can’t get a house 
call out of one of them unless you're on the hospital board of 
directors, they have become respected. When. teachers begin 
placing some importance on their services they may also become 
respected members of the community. Tutoring and public speak- 
ing are, for teachers, professional services, and they owe it both to 
themselves and to their fellow teachers to charge for them accord- 


ingly. 


TEACHING AS A VOCATION 


Years of offering teachers what little I can myself teach them 
have convinced me that I am not the one to tell them what their 
Vocation means,” but rather that they are the ones whose dedicated 


1 See Etienne Gilson, “The Eminence of Teaching,” in 


Anton C. Pegis (ed.), 4 Gilson Reader (Garden City, N.Y.: 
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lives disclose to me the boundless possibilities of the vocation which 
we share. Years of association with teachers, and especially with 
high school and grade school teachers, have left me with a pro- 
found sense of admiration in the Latin as well as the English mean- 
ing of the word. How they do it, I shall never know. 

Every real teacher knows what his calling involves; it involves 
making persons. The making of man is the culminating point in 
the creative act of God; cooperation in that creative act is the high 
privilege and the source of the dignity of the parent’s vocation; a 
different cooperation in that same creative act is the source of the 
dignity of the teachet’s vocation, Through aiding parents in the 
great work of education which is theirs by nature, the teacher plays 
his indispensable role in carrying forward the continuing work of 
creation, the work of making men through the development of 
that power by which they can be said to be made to the image of 
God. Ina properly analogical sense, the students whom we teach 
are our boys and our girls; it is here that Mr. Chips has the ad- 
vantage of Elia. 

To those teachers who frequently find the going tough—and 
who doesn’t?—a word of encouragement. You have to be a born 
optimist to be a teacher; or, failing that, you have to talk yourself 
into it. The teacher is a sowet of seed, some of it falling on good 
gtound and some on barren. Most often he will never know which, 
for this is a seed that is long in the gtowing; and when the harvest 
is finally gathered in, for good or for ill, the sowing belongs to the 
long ago and the far away. The teacher must live on hope and 
on trust. On rare occasions he sees the fruit of his sowing in the 
intellectual flowering of his former charges; more rarely, he sees 
one of them return to express gratitude and appreciation. Mostly, 
though, he lives on the hope that he has had a hand in the making 


Image Books, Doubleday & Company, Inc., 1957); PP 298- 
311. In the same volume, see also “The Intelligence in the 


Service of Christ the King,” pp. 31—48. 
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of a man, and on some days, especially as his years of service 
lengthen, he finds that hope can be pretty thin nourishment. On 
those days I would recommend to him the words of one of Bruce 
Marshall’s characters, “It’s only the men who are still apostles at 
forty who ever do anything.” 8 

To those teachers who see their true vocation as being mission- 
aries in a more basic sense—and many do who teach under religious 
obedience—a different word of encouragement. The confessor as 
well as the martyr has stormed the gates of heaven. The world is 
wide and its works are varied, and any one of those works can be 
turned to the service of God through the service of His creatures. 
There are many apostolates, and not the least of these is the twin 
apostolate of study and teaching. Contemplata aliis tradere—that 
is no small thing. It is not given to all to bring the saving waters 
of baptism to pagan souls. To teachers it is given to bring the 
light of learning to those entrusted to them, to help them begin 
in this life the contemplation that will find its final fulfillment in 
the eternal knowledge of the essence of God. They also serve. 


SUPPLEMENTARY QUESTIONS 


1. What students should be admitted to school (at various 
levels)? Should those be admitted for whom nothing can 
be done intellectually? Can motivation change this situa- 
tion? 

2. Should all students be passed? Should a definite percent- 
age be passed? 

3. Should students be placed in homogeneous or heterogene- 
ous groups? How can one handle different intelligence 
levels so that each student gets as much as possible? 

4. How can school discipline be improved? 


8 The Fair Bride (London: Constable & Co., Ltd., 1953), 
p- 198. 
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5. 


Can high academic standards be maintained in the face of 
the large numbers of students? If not, which should be 
sacrificed? 


6. Should everyone be admitted to secondary schools? 


14. 


15. 


16. 


17. 


18. 


19. 


20. 


. If crowded classrooms and shortened recreation periods 


make personal contact with individual students and their 
needs very dificult, should fewer students be admitted to 
school? 


. What place does guidance have in the curriculum? 
. Should a school principal also teach? 
. Should grade levels be abolished? 


. Should students who try hard but cannot get the material 


be graduated? Should they be encouraged to leave school? 


. Should Communists teach in American schools? 
. Is there such a thing as a right to go to college? If so, 


who has it? 

Does a school overstep its authority in dictating policy 
governing such things as dating, smoking, hair style, and 
dress? 

Are parent-teacher conferences beneficial in schools? 
Should the high school base its acceptance of students on 
their ability to fit into the existing program offerings, or 
should provision be made for all regardless of learning 
potential? 

Is a coinstitutional or a coeducational high school to be 
preferred? Can either be reconciled with Pope Pius XP's 
position in The Christian Education of Youth? 

What should the high school do for its very few extremely 
gifted students, e.g., in music or in mathematics? 

Is it true that modern education is drifting without direc- 
tion? If so, what should be done? 

Should modern educators guide more and more students 
toward scientific courses? 
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528 pages, $7.50 Bal 

The main theoretical foundations in the history of educational thought are presente: 
in this comprehensive book. Beginning with the Greeks of the seventh century B. C, “he 


author takes the reader up to the 20th century in American education. The well-balanced 
treatment covers the period from 600 A. D. to 1600 A. D. as an educational history. 

e Us ATION FOR AMERICAN DEMOCRACY 
By EDWARD J. POWER. McGraw-Hill Catholic Series in Education, 415 pages, $6.50 


This book surveys the history, philosophy, and organization of American public and 
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private schools, and includes material on Catholic schools and colleges not found in 
other introductory works. It describes education in the United States and shows the 
evolution of schools, educational systems, and educational thought in America in their 


relation to the major traditions of education and the larger movement in American life. 


yg McGraw-Hill Book Company, Ine. 
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